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INTRODUCTION

In the spring of 1976; the National Science-Foundation contracted.

with.the Center for Science and Mathematics Education (CSME) at The

Ohio State University to conduct a survey ofhe literature on needs and
6

,practices irr precollege 'science, mathematics* and sopial science education

for the period 1955ihrough 1975. The Center subcontracted the social

science portion of the project, to the oci'al Science Education Consortium

(SSEC).
. 4

SSEC's task was to ,identify, analyie, and summarize the literature C7.\.

produced between 1955 and 1975 concerning:,

1) the state of and trends jn practices in precollege social science

education;

0

2) the effectiveness and efficiency of practices,in OreCollege social,

science education; and

3) `e state qf.and.trends'in perceptionsof needs in precollege social

_.science edqcatlon.
A

-

".,The project was to takeone year, from July 1976 through June 1977.

1 re to.

'IroceduresI
, .

'Foul's procedural questions loomed largerduriing the project;

/
.1,

.

,

1). .whether-t distinguish between loci a-1 studies education social
. ..

A r qr

science e\Cation, And if so, how;'
.

2) what'specifii topics to Congider withih the broad;three-point

autlinergiven ab6e;

how to search' the liieratUre in order to, identify all'relevant

.4

g
AOCumentsi, and

Io
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4-) how to select specific documents for analysis or mention in the

report.

Social Studies/Social Science. The-definition of the field of social.

studies education has been a central and continuing problem for the profession.

One of the major questions within this issue has been the e\stent to which
-1

precollege social studies education shouldobe governed by or linited to the

boundaries, of the academic discipline of the social sciences:- \(A lengthier

.0
discussion of the nature of the definitional controversy may be found in the

early part of Section 4.0 of this report.)

Because this.issuehas been so important in the field, it was decided

that this report must reflect the controversy. Hence, ratherithan limiting

Our review only,to the literature dealing With social studies defined as

social science education, we have taken abroad approach and dealt with.

, social-studies from multiple.perspectives.

However, we have, where possible and appropriate, focused sncial atten-

tion on literature dealing,with the social science aspects of social studies

. education. For instance, in Section 1.4, we have devoted extensive discussion '

e

to studies of the treatment of social science content and methods in social
Ste

studies curriculum materials.

Specific Topics. The detailed working outline for the report has gone

through numerous revisions in the course of the project, The rough outline

developed at the very beginning of the project contained over 150 questions

that we thought might be answered through our review4of the literature.

r.

Examples of questions included on thiS.,initial "wish .list' of things -we would

like. to find out were: What are representative social studies cWogram objeC.-
, .

tivei? What is the 'relative emphasis on history and social science in the

p curriculum? What are the dominant instructional strategies in use? What sorts

. , 13k. .0



of "fads" have there been in social studies over thee years? How well tested

are social studies materials prior to-publication? What curriculum packages

are most commonly used? Howfwell financed is social studies in comparison to

`other areas of the curriculum? What are typical course patterns for social

studies teacher training? What kinds of instructional methods are most

effective? Most efficient? What kinds of people have been most active in

making demands on the social studies curriculum? What kinds of administritive

support and inservice training. are typically proyided by school districts for

social studies teachers?

As we prOgressedthrough the review, a number of these initial questions

were dropped on the grounds that they were trivial or only of tangential

interest. ethers were dropped because there was not literature dealing With

them-. (Sometimes these latter questiOns wererghowever, mentioned-in the

report in order tojoint out the absence of inforamtion on significant-

questions.) The major areas of concern that remained intact throughout the

review and writing process were:

1) social studies curriculum scope and sequence

2) social studies instructional methods

3) social studies curriculum materials

4) social studies teacher education

We sought nd found information on practices, effectiveness, and needs in all

these areas.

Search Strategy. At the beginning of the project, a number of extensive,

systematic searches were conducted on several data bases. As the project.

progressed and specific saps within particular topics were identified, highly

focused, systematic searches were conducted as nmded. Also, as the projece-----_

progressed--and especially near the end of the project--less systematic means

1.4
.
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were used to "pinch hit" where systematic searches had not turned up documen-

tation we thought might be available. For instance, we would follow up

references in footnotes or phone someone considered to be an expert on a

particular topic for suggestions of sources.

The extensive, systematic searches consisted of the following:

l) Computer search of the ERTC data base (includes Resources in Education

and Current Index to Journals in Education)

2) Computer search of Dissertation Abstracts

3) Computer search of Psychological Abstracts

4). Computer search of Sociological Abstracts

5) Manual search of Education Index

6) Manual search of all comprehensive reviews of raltarch in social-

.studies education

7) Manual search of all compilations of abstracts of dissertations in

social studies education

8) Manual'svArch of the journal Social Education

For a complete list of the search terms used in the four computer

searches, see the appendix at the end of this report, beginning on page 538.

Education Index was searched Cinder all terms beginning with the words "social

studies." Since the comprehensive reviews, the dissertation compilations and

Social Education focused'specifiCally on social studies documents, all items

mentioned -in.sthem were considered relevant initially. (For a detailed listing

of the reviews and the compilations, please see the discussion of sources in

Section 2.2 of this report.)

The special-focus, systematic searches conducted as need arose during

the project consisted of both computer and manual searches of the ERIC data

base; manual searches of various handbooks, encyclopedias:and state-of-the-
*peg*

art mono0aphs; and manual searches of the%SSEC's collection of curriculum

15
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materials and background documents in its Resource and Demonstration Center

'and archives.

A total of 1,038 usable items were produced by the initial extensive

computer search of -the ERIC data base. (Culling of duplications and irrelevant

items from the initial printout reduced the original 1,677 to the 1,038 figure.)

The computer search of.Psychological Abstracts produced a total of 265 items,

of which 155 were usable;'of Sociological Abstracts, 81 items, of which 15 were
1.

usable; and of Dissertation Abstracts (which was searched only from 1973, since

4

_the compilations covered the previous period), 186, of which 85 were usable.

ExaCt numbers of citations from the comprehensive reviews and the dissertation
,

compilations are given in Section 2.2 of this report. We did notikeeptrack

of the numbers of items turned up in the more limited systematic 'searches and

the unsystematic searches. Although the'exact size of=the total pool of docu-

ments identified cannot be. determined, due to overlap among data bases and other

problems, we would estimate that the total pool was four to five times the

number of do'cuments actually cited in the report; that is,, the total pool

would be approximately 2,000 to 2,500 documents.

Selection of Documentsfor Inclusion.' We have attempted to indicate in

each section of the report what types of documents were selected for mention

in that section and what guidelines were used in choosing those documents and

rejecting others.

In some sections, we have attempted to be. exhaustive and mention all .

pertinent documents. For instance, in Section 1.4, we felt this report an

appropriate occasion for compiling as complete a list as' possible of all the

textbook content analyses that had been done in the last 20 years. In Section

2.0, we deemed it absolutely-necessary to include all comprehensive and

special=focus reviews of research in social studies education from the last
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20 years. And in Section 4.0, it was considered important to identify all

of the studies .of the impact of -"new social ,studies" materials. There have

been so few studies of impact that every little bit of information available

becomes important.

In other sections, we have attempted to present only representative

documents. In most cases, this is due to the fact that there is simply too

much literature to discuss or even mentionreich document separately. This is

particularly true of the section on perceptions of needs in the social studies

(Section 3.0).

One guideline that has been applied throughout this report .4 that the

documents mentioned must be accessible. Readers must be able to obtain copies

through a commercial publisher, ERIC, or-some other ongoing agencx. in a few

cases we ran across "fugitive" documents that we put into ERIC; ERIC order
7

numbers (ED numbers) are given for these and the documents that were already

in ERIC in the entries in the reference list at the end of this report. In

a couple of cases, fugitive documents that we wished to use could not be put

into ERIC; in those cases, we have noted in the entry in the reference list

how readers.may obtain phetoduplications of the documents. L.

Organization of This Report

This reportis'organized into four major sections. :,,Section. describes

the literature that surveys the state of actual practices in'social studies

education and changes in thbse patterns.over the-20-year perio4! This section

focuses on the "status" literature, as distinguished from the "research"

literature-that is, studies attempting to discern relationships among variables.

Section 2.0 takes up these questions of relationships, by examining research on

the effectiveness and efficiency of social studies practices.- Section 3.0 then

17



examines the problem of identifying needs in the social studies. And, finilty,

Section 4.0 takes a look at certain aspects of the "new social studies,"

which.can be considered the major trend or movement influencing the field

during the last 20 years. More specific information on the contents of each

of these four major sections can be obtained from the detailed table of

contents provided for this report.

In addition,to thefour major sections, there is a lengthy reference. list

containing full-bibliographic informationon.each document mentioned in this
\

report. There is also anappendix at the end (:), the repor describing the

search terms 'used in the computer searches.

$

,

Summary of findings.
. .

One hundred fifteen "summary observations"have been listed at various

points throughout this report. These comments are intended to present, in

capsule form, a description of what the literature-on precollege social

studies education from 1955 to 1975 tells us. They are grouped at the end of

each major section. or subsection of the report, immediately following the

narrative discussing and documenting theil. The table of contents indicates

the specific pages on which these summary observations may be found. Some

'readers may. Wish to yeed through the summary observations'before (or instead

of),reading the full report or specific sections.

Since 115 summary observations, each of one sentence or more, is still

a lot of reading, we have attempted here to distill them further yet,; in

order to give the reader a preview of what is contained in this review of 20

years-of social studies.11terature. The paragraphs' below present the barest

essentials only, for, while we have gained conciseness'by this introduttory

summary, we have lost a certain'amount of preciseness. It is highly
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recommended that readers at least examine the end-of-section summary

observations' in addition to this brief overview of findings. u.

,

Summary of Literature on the STATE of Social Studies Practices

1) State of the Status Literature

.2

Although there have been a fair number of studies examining the state
of social studies practices at various times during.thelast two
decades, we .do not obtain a very'tlear picture.of many aspects of
,practice from these, studies. Probablytthe clearest status picture
available is that.concerning curriculum materials; numerous analyses
of-the content of materials have been done. We have"a less clear
,pictureof patterns of actual classroom practice and how they may
or may not have changed over the 20-year period. And surveys of
the state of teacher education practices,give us Very-little infor-
mation at' all.

Curriculum Content

Althought the scope and sequence,of the social studies curriculum
has remained basically stable incleneral outline over the 20-year.
period from 1955 through 1975, there'have:been a few noticeable
shifts within that framework. Particularly noticeable has been the
infusion of concepts and, methodologies 'from the scientifically
oriented social science disciplines. (See Section 1.2 for a more '

.detailed set of- findings And documentation.)

3) Instructional'Practices

Studies of the extent of use of'various kindsof social studies
clagsroom practices at various points in time are rather limited.
The studies that d6 exist indicate that, contrary.to-opular belief,
the lecture method may not have been nearly's° pervasive in the
fifties and sixties as has been claimed; a sizeable proportion of .

teachers employed multiple instructional techniques. Recent studies
do not indicate clearly whether patterns of instructional. methods
have changed as a result of the-"new social studies" and other.edu-
cational innovations. (See'Sectfon 1.3 for a more detailed set of
findfngs and docuMentationi

4) Curriculum Materials

A substantial number of studies'have analyzed social studies'
curriculum materials. The aspects of materials Ihathave been
analyzed mostfrequently are-(a) their treatment of Social science
content and methods; (b) their treatment'of specific concepts and
themes (such. as ommunism, violence, social change)i.and (c)- their
treatment of minority groups. Almost without exception, analystsbf
social science contentoand methods in social studies curriculum
materials have concluded'that there are inadequacies in treatment.
of the social Sciences by textbooks. (See Section 1.4 for,a more

detailed set of findings. and documentation.) ,

19 6



) 5) Teacher Education
.1

Most studies of the academic permeation of social studies teachers

have concluded that there,arimajor deficiencies in their'social

science coursework. ,(Stildies cited in Section1.0i on effecti nets,

however, call into-question,the value of additional'toUrs in

the social,scfentes..),»Surveys of course .requiremenis_ teacher

trainingrinstitutions indicate a slight_ trend, away from the dominance

of-history and toward the inclusion of more Social science courses;

---however, such pattern is apparent in Aurveys,of state certifica-

tion requirement. (See Section '1.5 for.a more detailed set of

findings and documentation.) '
I

Sunnary of Literature-on the EFFECTIVENESS of Social Studies'Practicis

1) State of Research on-Effettivness
o

.
. .

Social studies educators have not been'ieriiiich interested in or .

affected by research. Only recently has.research in the field begun

to- blossom. -There are many complaintseabout the lack of a cumulative

research-base in the field.. (See.Section 2.2 for a, more detailed

set of findings -and documentation.)

2) Curriculum Content
--7---------------

Little or no empirical research has focused on uestions_about the

relative merits of different kinds of content in achievinfthe-goals

of the social studies.' .(See Section 2.3 for a more detailed set of-------

findings and doctimentation:) . . .

.1) Instructional Methods

A large proportion of the effectiveness.research.tbnducted in the

social studies falls under the'heading of "research on instructional

methods anduch of this focuses on various methods labeled "critical

thinking," "inquiry," and the like. Most of.this.reseatch shows no

'significant differeces'between critical thinking methods and so-

called traditional methods; however,'weaknesses in research design

and weaknesses, in attempts at interpreting existing research may well .

be hiding real differences in effectiveness. Some telling results

in regard to carefUlly.add narrowly, defined techfiques have'been-

obtained from research. .(See Section:2.4 for a more detailed set of

findings and documentation.)

4) Curriculum Materials

There has not been a.great deal of research' on the effects of

. curriculum materials and there has been even less effort directed,

toward interpreting what little research there is in this area.

(See Section 2.5 for a more detailed set of findings aqd

documentation.)
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Learner Variables

. I

Research on the effects of various learner variables (such as student
attitudes, interests, abilities, and socioeconomic backgrounds) on
learning in the social studies is rather spotty. There has been an
interest in how children's deVelopmental abilities affect learning
in the social studies and a few researchers have been able to draw
conclusions from this body of research; however, their findings have
apparently not,been put into practice by 'curriculum developers and
teachers, as yet. (See Section 2.6 for a more detailed set of find-Ongs:anddocumentation.).

4

6) ' "New Social Studies"

No .attempts have been made to draw conclusioni from the body of
. research surrounding the development of the "new social studies"

- 'project,materials. .(See Section 2.7 for docuMentation.) ".

Outcomes of Schooling

National achievement testing programs have produced trend dation'
socialstudies achievement at lower cognitive levels. These data
indicate that students.' knowledge of so- called. basic information'in
the social-disciplines,particularly history, is declining. National

andstate assessment efforts in social studies and citizenship have
produced' results in a wider variety of areas, including attitudinal
outcomes of schooling; however, because .assessment efforts-are recent
developments; trend data are not availablohere. The testing pro- .

drams and-assessments do not generally attempt 6 tie test results
to possible causal variablet in test-takers' bickgrOunds... However,.
a few studies'have attempted to makesuch linkages and have generally
found that gross variables, such as number of credit hours taken in

social studies have limited effects' on fearnipg outcomes. (See
Section 2.8 for a more detailed set of findings and documentation,)

Teacher Education

Social studies teacher education has become ih important research
interest only within the. last decade. Cumulative findings in this
area are few and-suggest that, even though a variety of teacher
trainingrpractices produce changes in teacher behavior, student
teacher training in academic content and instructional methods may

ld the best promise for affecting student outcomes. (See Section

2. for a more detailed set of findings and documentation.)

Summar of Literature o NEEDS 'in Social Studies Education

1) Definition of Sod Studies

Because the question o e purposes and boundaries of the field of
social studies remains un ttled, it is difficult to pinpoint needs
im any precise sense.. All ner of needs -- including some contra-

didtory ones, -have been claime' for the social studies.

.1: 21 1



_2) Academic Freedom

r ' -

c One of the few things on which social siu ieseduCators seem to.have
been able to agree is that academic f om anthe difficulties of
dealiqa with controversial issue e, classroom pose a problem
of pafticularly strong significance for social studies teachers, due ,

to-the inherently "hot" nature of the subject matter.

3) . Social Scientists' Perception's of Needs

During the sixties, social scientists exercised a particularly-strong"
influence on the social studies, attempting to infuse more.and better,
social.science content and methods into the. curriculum.
5)

Laypersons' Perceptions _of.Needs
.

The influence of layperions Ipeople who are- neither social scientists
hor professional social studies educators), on the social studies has

. waxed.and waned over the 20 -year period'from 1955 to 1975.and the

demands of-layperions have displayed no7consistent pattern from one

period to the, next.

(See Section 3.0 for a more detailed'set-of findings and documentation' for all

of the above contlusions..)

or

Summary-'of Literature on NEW SOCIAL.STODIES

1) `Characteristics of th_
,

There aiv7many differing perdeptions of what the characteristics of
Ahe "new social studies" are, althbugh at least seven"tore" charac-
teristics seem to be geherallY agreed .upon. - (For a list of. these

characteristics and doCumentatjon;'see Sectioet.0.)

2) Criticisms of the "New Social Studies'"

...

At least ten different categories of criticisms have,bein advanced
against the "new social studies' over theJast decade. (For a list,,

of these categories and daumentation, see Section 4.0.)'

.10

Y
.3) Impact of. the "New Social Studies"

Some data on'-the impact of,the "new social studies!_are available.
These show that the national project materials have not been widely

'adopted. by school systems, but they do not shed light on other
possible modes of influence, sucb as *Oct on the kinds of'mater-'
ials being developed.by commercial publishers. (See Section 4.0

for additional discussion and documentation on impact.)
". 4

r.
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1.2 Trends in Social Studies Curriculum Content tt
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1'.1 Introduction

-Section 1.0 reviews the findings of the descriptive literature on social

studies education during the period 1955-1975. There are four maJor.subiections.

The first subsection (1.2) describes the content se the social-Studies Curriculum

at various points within the 20-year period, looking at trends in objectives,

scope, and setluence'at bothihe elementary and secondary levels. The second

subsection (1.3) describes the kinds of instructional and administrative

practices'that were commonly usedin the social studies during the period under

consideration. The third section examines the content of curriculum materials

. (particularly textbooks) is use from t955 to 1975. Finally, subsection 1.5

attempts to pull together what, little information there is on common patterns

of academic preparation of sqcial studies teachers during 1955-1975.

Social studies curriculum guides from states and districts were the main

source of, information for subsection 1.2; analyses of materials, for subsection

1.4;.and surveys (largely mailed questionnaire rather than interview or'

observation) provided much of the information for subsections 1.3 and 1.5: The

kinds of documents used for this section differed from those used in the research

section (2-.0), which followi. For this section we sought "status" studies,

designed only or primarily to describe the state of practices rather than'to

.explore relationships among practices and other variables. This section

focuSes on what existed rather than what was effective or ineffective.

Before proceeding to the major subtections, we would like to describethe

findings of three studies that do rot appear to fit into any of the categoriet

of the subsections but nevertheless provide insights into the state of social

tudies/social science educatiqn:during,-the 20 -year, period.

24'\
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4

First, in 1970, Chapin and Gross examined the contents of'the National

Council for the Social Studiest journal, Social Education, for the pridr three

decades: The contents of Social Education have probably reflected thinking and

practice slightly,ahead of widespread adoption, although not so far ahead as to

be out of touch with the norm in the social studies profession. Thus, Chapin

and Gross' findings can be interpreted as indicatori of the coming and current

trends in the field during the period.
4

Iri regard to academic subject matter of articles; Chabin-a-nd:Gross-found-----.

'that, until recently, of the academic disciplines composing the social -;studies

(see list in-Table 1 below); history had been dominant. Subjects such as
,

sociology'and psychology had received little or no attention. Not only had

history dominate among articles focusing on subject matter, lt.had also

dominated in articles focusing on teaching. (See the two tables below.).

Table 1.

Articles Published in Social Education
by Subject and Time Periods

CATEGORIES 1937-38 1947-48 1957-58 1967-68

Academic Social Studies 26 (19%) 22 (19%) 62 (40%) 31 (17%)

History 13 12 27 6

Geography 1 e 1 5 6

Economics , 4 1 2 0

Political Science 5 4 9 10

Sociology 2 2 1 - .0

Anthropology 0 i 0 8

Psychology , 0' -1. 0 0

Area Studies (Multi-
disciplinary) 1 0 18 1

Quasi -Social Sciences 14 (10%) 25 (21%) 12 (7%) 14 (5%)

International* Education 6 11) 6 8

Citizenship 7 13 3 4

Conservation' 0- 1 - 1 0

Consumer Education 1 1 0 0

Humanities 0 0 2 2

25



Teaching Focus 99 (71%). 70 (60%) 73 (40%) 1-31 (74%).
0 . ,

rCurriculum 44 '' 17 22 66
Instruction .. 20 5 ' 14 , ,12

Methods . 20 5 14 12
Social'Studies Skills 9 18 10 o22,
Media and Materials 8-- 11 15 14

A Social Studies Teichirs 5 8 4 . 10
Le erS and Guidance 7 - . 6 7 -- 4
1 luation 6. , .5 , 1 3

.0tbe. Joarnall'are\baying, In

.....
...:-..

0
1 12

0

118 159

'

SOlolarly Journals, Have Yr .

Read? 1
1

--RiStarch-- -
i

0________
..._

TOTAL.. 140

(Chapin and Gross 1970,, p. 789)

Table. 2..
r

,

. Number of Articiei in the Teaching of/and.Curricula
of the -Social-Studies During Four Time Periods'

CATEGORIES 1937-38 1947-48 1957-58 196768

.

General Trends and Programs 27 , 6 12 .14

Specific Areas .

.
I-1- ,

History' 10 T .21.

Geography 0 0 . 0 . 3 .

ECOADMiCS . 1 0 1 , , 4

Political Science (Law) 0 0 0 I: t
Sociology 0 0 Os.: '2 .

.

Anthropology 6 0 0 '6

Psychology 0 0 0 0 1

Area Studies , 0 2 4 3

International Education 0 4 0 .3 .
Controversial Issues 6 2 0 , 2

Science and SoCial Studies 0 '0 0 T.
...

Social Studies in Other Countries 0- Z '2
,. 0

TOTAL

(Chapin and'Gross 1970, p. 789)

.44 17 . 22 66.,

4.

Another area examined,by Chapin and Gross was grade level to which articles

were addressed. In 1967-68, there was a substantial increase in elementary-

focused articles, reflecting the inauguration of a special elementary section.,

26
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in the journal. Additionally, in recent years, there has been an increase in

articles focusing upon all grade levels or that are addressed to general

interests.

Table 3.

:Number of Articles According to Focus on Educational
level During the Four Time Periods O

EDUCATIONAL LEVEL 1937-38 1947-48 1957-58 1967-68

Mainly Elementary (K-8) 18 (13%) 19 24 44 (25%)
Mainly'Secondary (9-12) 61 (44%. . 38 33 (20%)
Higher Education (13-14) 5 (04%)).- .

,34
6 3 1 ( 0%)

All Grade Levels or Not Clearly
Differentiated,.

>

,

56 (40%) 59 104 100
.

,_

(56%)

TOTAL!. 140 118 159 . 178-

'AChapin and Gross 1970, p. 790)

Chapin and Gross also. looked at characteristics of authors. Among some of

their more interesting tables are the three reproduced below, showing the

occupational field of authors, the sex of authors,-andthe geographic region of
; p

authors:

'

"

.

v

'

Table 4.0

OcCupatiorial Field of Authors During Four Time Peri Ods

.

;

, CATEGORIES 1937-38 1947-48 1957-58 :967 -68.

Higher EdUcation
Social Sciences
Educatibn

Joint Appointment
Other Departments
Graduate Students : ,

. .

K-12
'Secogiclary Teachers
Elem. (Jr. High) Teach.
ElernStonsultants
Consultanu,not defined
Administratocrs, St., Dept.

Associations
Non-profit ,

Federal employed
Prolitmaking institution
Foreign visitor.

Committees, Unknown

73 (5?0fo)

,

54 (39%)

ii (6%)

.5 (4%)

'

36 (26%)
32 (23%)

2
2
I

37
4
2
2

9

4 .
2

2-
A

-1

36

'::

o

)
,

26

37
2
4
2

23
:

5
6
1

7
4
0
o

'94

`,,

47

17

t

39
40
6
4.

33
6
6
0
2

7
8
I

A

42'640
63 (3s%)
4
2

5

13

9
5
8
4

:6
3
3

116 (65%)

39 (22%)

23(13%)

0

TOTAL '40 118 .159" 178

(Chapin and Gross.1970, p. 792)

-.t
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Table 5.

Prepoitioa of Male awl Female Authors in Social
Edicatio* Throughout the-Four Time Periods

CATEGORIES :937-38 :947-48 :957-58 :967-68

Males
Females
ConunIttees, etc.

99
59 (a8
a

%)
92.
a6 (22%)

140
89 (:*%)

143
33 (24%)

TOTAL 1$8 159 :78

(Chapin and Gross.1970, p. 794)

Table 6.

Geographic Area of Authors of Social Education
Artieles.During Four Time Periods

-7

. GEOGRAPHIC AREA 1937-
38

1947-,1957-
58

1967-
68

East' . 6g (50%) 46 80 59 (33%)
South (oho Tenn., Md.) 9 (6%) 9 4 17 (to%) ,

Middle Nat to Min. R. 34 (24%) 37 36 43 (ok%).
Great Plains/Rocky M. :91:4%) :6 :: 24 (23%)

Far West 6 (4%) 9 23 33 (19%)
Foreign
CommItiee, not appl. o 0 0

TOTAL 140 ::8 :59 :78

(Chapin and .Gross 1970, p. 793)

In their Summary, Chapin and Gross noted followipg:

1) There has been a "dearth of attention to the behavioral sciences."
(p. 794)

2) in the mickera of -its existence, Social Education did become more
academically oriented. This may well reflect the national academic
-binge of the 1950s." IP. 794)- However, except for one period, the
journal had featured a predominance of articles related to the
practitioner= -the area of curriculum and instruction.

3) The bulk of practitioner - orientedarticles, however, has been
.geared to the high school.

4) The journal had taken a "kid-gloves" approach to controversial
issuesin the profession.

9 One of the "most striking findings" was the lack of articles on
research. Chapin and Gross did not know whether this"reflected a'
true lack of research in social studies of lack of interest by,
the_journal.'s-readers or some other factor.

28.
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In reviewing the lite'rature on the stateof practices in social studies,

one gets.the overwhelming impression that, were it not for Richard Gross, we

would not have much status information. He, more than just abbut any other

social-studies educator-of the current era, has made a habit of periodically

undertaking4he tedious but immensely helpful task of "counting heads" to

determine exactly what is happening in the field. Most recently Gross condutted

a survey of the status of social studies in the public schools of the U:S.

(1977). Many of hii findings' from this study are reported.and discussed '

elsewhere in this report; however,, one cluster of information did not seem to

fit within our category system and, so, is reproduced here. Gross' asked district

and state social studies supervisors throughout t country what had been the

major changes and tendencies affeCting social studi in the last five years.

The list generated by respondents appears below:

Developments Between 1970 and 1975

Table 7: Mentioned Most Frequently

Growth of Senior High Ereetiiies
Program Fragmentation and Dilution
Local Level Curriculum Revision
Drop in Required Social Studies
Choices or Options Within Social
Studies Requirements
Impact of New,Social Studies Pro-
jects
Back To Basics; More Time to Read,
ing
Decline in Social Studies in Elemen-
tary Grades
Growth of MiniCourses
Increased Local Options and Man-
dates
Work on Articulation and Coordina-
tion. K-12
Requiled Economics or Virtues of
Free Enterprise
Decrease in History Enrollnients
New Valuing Emphases
Greater Parental and Public Concern
Emphasis Upon Law and Citizenship
More State and Local I listory
Pressures for Consumer and Career
Education
Performance Objectives/Com-
petencies
Increase in Area Studies
Speciali/ed Ethnic Offerings

(Gross 1977, p. 200)

28
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Gross eliminated from his list factors mentioned that tended to affect

theeritire curriculum and not just social studies. Among these were seriously

reduced-funding,, popular alternative programs, inadequately trained personnel,

lack of administrativeleadership, and small rural schooTk: Gross also

noted that the pace of changelias-been rapid and many respondents, were of the-

opinion that we were past the apex of some of -the developments listed, such as

minicourses, ethnic studies as separate offerings, and even "the anarchical

curilculum." On the other *d., Gross found his respondents felt that the

pOpularity of gaming and simulation was still rising and that interest in

law and citizenship would continue to increase.

Finally, Irving Morrissett is another educator who has attempted to keep

a finger on the pulse of the profession, through his Curriculum Information

Network (CIN) surveys. One of those surveys (Morrissett 1974) queried the

Network bers about the climate for innovation in their schools. At that

time the N twork, was made up of 321 Social Education readers, a group that

-might be c nsidered ,somewhat more innovative and professionally active.than

the averag soCial studies educator. Overall, Morrissett found that the

respondent saw a climate favorable to innovation both at the present and in

the future. They were slightly more optimistic about their own districts than

about the U.S. as a whole, however. Further overall findings wereas follows:

a RespOn ents from the South are the most sanguine about the

climat for innovation, both in the U.S., and.,in their own

distri ts. Respondents from the West share the moderate
optimi4m of the rest of the nation with respect -to the future
climate for innovation in the nation, but take a somewhat
dimmer\view of prospects in their own districts.

School districtst on-the average, are 'perceived as being...

a little better than "somewhat helpful" to teachers, chairmen,

and'others in \their effortslo innovate, while state educa-
tion agencies.are seen as being substantially less helpful'

than local districts.



the'NCSS Curriculum Guidelines (December 1971 Social
'Education)-have been "somewhat helpful" to the respondents,
while the general activities and publications of NCSS had'a
fairly. high rating as aids to innovation,'ranking almost

-'.midway between "somewhat helpful" and "very helpful."
A question about who the chief facilitatom,of innoation

in the school district are elicited the response that teachers
are the main innovators, with principals and consultanti;pext
but far behind.

(Morrissett 1974, pp. 555-56)

0
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1.2 Trends in Social Studies Curriculum Content

'This subsection was written by Jeanne _Race, .

Teacher, Liverpool SchoOl District, Liverpool,
New'York, while she was serving as a Teacher
Associate at the Social Science'Education
Consortium.

This subsection'of the report reviews the literature on whatrkinds 'of

subject matter were dealt with in the social studies curriculum over re

20 -year period, 1955-1975. It opens with a discussion of differing views as

ir;' to what constitutes the social studies; then examines typical objectives!,

expressed at various time,intervars; net describes the most common patterns

,

of content, covered in social studies courses at various levels over the two

decades (the "sCdpen of the social studies), and finally looks at in

the sequence of course offerings, Also, the treatment of controversial
. ,

'issues within the social studies curriculum is given some special attention.

---The subsection includet several detailed tables showing trends in social

studies'objectives, scope,and sequence. The summary observations on page 70

gives an overview of our findings in tegareto trends in social studies

Curriculum content.

A's

.

Sources,

This section is' based upon an examination of social science orianiza-
,

Om' newsletters, posits" papers, and guidelines; state and district

(4,

curriculum guides; and other guides and course descriptions, including

bibliographies and teacher resources. Also reviewed were National Council for,

the Social Studies' Now To Do It series and yearbooks. Materials, from the

national social science curriculuprojects were also examined. In addition,

,
304
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articles pertaining to this topic that were listed in the Education Index for

the, years 1955-1970' were examined; dissertations and other research studies that

dealt-with objectiveS, scope, and secluende in the 20-year.period were perused;

and-textbook studies and adoption lists proved valuable. Reviews of research

contributed. National surveys and studies, such as 'the one put But by the

Department'of Education in Virginia (1976) and, the.one done recently by

Richard Gross (1977) helped to give a total picture of sequenCe throughout the

nation. State educational nbeds'assessments were also examined.

Documentation and Discussion

Definition of Social Studies*

Since the first use of the label social -studies in 1916; there have been many

attempts todefine the term. The experts did not agree on a definition_ then,

anymore than they have in the period between 1955'and 1975. This lack of

agreement as to what social studies really is, what it should be, and how tt
-

should be taught has had h profound effect on curriculum structure and content.

The most quoted definition is Wesley's (1958). Wesley stated:

Social studies are those portions or aspects of the social
sciences that have been selected aria adapted for use in the

'school or in other instructional situations. The term "social
studies" indicates materials whose content as well as aim is
predominantly social. The social studies are the social sciences
;simplified for pedagogical purposes. (p. 3)

Gross and Badger (cited in Massialas and Smith 1965, p. 5) stated:

.The social studies are those studies that provide understandings
of man's way of living; of the basic needs of man, of the
activities in which he engages to meet his needs, and of the
institutions he has developed.

These are content-oriented views of the social studies. Both Wesley and Gross

view social studies as transmitted knowledge. This knowledge focuses on himian

social adaptations.

33
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Others have been more concerned with describing social studies initerms

of the processes involved. Engle (1976) believes that:

social studies is more correctly thought of as the
formal effort of the school to develop in the students the
full gamut of awareaess, conceptual frameworks, and,skills
from which they can more effectively engage in wide ranging
social criticism.

The battle ground has been-'widened further bithose who believe that the

_social studies should emphasize the social sciences' content and/or..processes

versus those who want to focus on citizenship education contenttand/or processes.

Two, of those who advocate a social science doritentapproach are Keller and

Berelson (cited in Engle 1965, p. 2). Keller (cited in Massialas and Smith

I

'' 1965, p..2), stated that the term "social studies" should be eliminated as it is
.1

too vague. Keller declared that "social studies is not a subject; it is a

Federation of Subjects." According,to Keller, the accent should be placed on

the content and discipline of the silbject,and on cognitive rather than effective

goals. Berelson (cited in Engle 1965, p. 3) agreed with Keller. Because ,..,

Berelson saw the social studies as being basically the same as they were in 1916, A

he called for revision with stress on the social science disciplines.

Hanna (cited in Engle,1965, p. 4) stressed a synthesis of'the content of

the social sciences around the wexpanding-comunity theme and thus concurred

with Keller and Berelson concerning the,focus on social science content.

However, citizenship was also-en important focus, to Hanna. ,Gdoil citizenship

=might be the outcome, but it was not bete the essential focus, for Keller.and

.

BerelsOn: It was more important to Hanna.
,

There are also educational experts whO would prefer to see the social

. studies structured around the processes of the-social sciences. Burner (cited

. in Engle 1965, p. 4) wanted "the student to become a miniscule social scientist

and the:classrOom a reasonable facsimile ofthe social science laboratory."

34
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Massialas (cited in Haas 1977, p. 37) was concerned about-the processes

that will lead to good citizeRship. He advocated involving the student in

discolieryby the study of value conflicts in our society and'alternative

approaches to understanidng and resolving them." Metcalf (cited in Haas 1977,

p. s?id that the aim of the social studies is to foster, reflective thought;

in the "closed areas." The "closed areas" were defined as areas'of belief and

thought which are largely closed to rational thought, such assex, economics,

religion', race, and social class. Metcalf mainly wanted trig process of

reflective thought on "closed areas" to-be applied at the secondary level. He

was concerned with the process of valuing.

Barth and Shermis (1970 felt 'that there were three approaches to the

social studies. They were (1) social studies as social science, (2) social,,

science as reflective Inquiry, and (3) social studies as-citizenship transmission.

Barth and Shermis concurred with Metcalf, Massialas and Engle that social

studies should be reflective inquiry (process)with students making decisions

(and solvi

1,1;, More

stOdies.

ng prOblems AS the way to become good citizens;

recently Brubaker et al. (1977 ),delineated five models for social

They are (1) social studies as,kndWledge of the past as a guide to

good citizenship, U) social studies in the student- centered tradition, (3)

social studies.as reflective inquiry, (4) social studies as structure of the

0

disciplines, and (5) social studies as soc4o-political involvement. Models 1

,and14 are basically content-oriented while the other models are more concerned

with process. Morrissett (1977) conducted a survey and found that most social

studies teachers perceive themSelves as process oriented whilisthey see their

associates as well as the nation as being content oriented.

So the debate still rages as to 'what social studies is, what it should be,

and how it should be taught. Should it be content or process? Should it focus

on. the social science disciplines or on citizenship education? These unresolved

35
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questions account for what the objectives, sequence, and scope of_the

studies have been or have notteen during the 1955-1975 time period.

hidicaiOrs of Curriculum Content

\

Often teachers who have been unable or unwilling to resolve the questions

in* their own minds have relied on state or-focal curriculum guides or .on

textbook publishers to settle the issue for them. Cruikshanks (1957) traced,

the, development of -the social studies curriculum from 1893 to 1955 and found

much evidence to indicate that textbooks are major,determinants of the curricu-

lum. Barnes (1960), noting that social studies Course sequences were very

similar nationwide,' suggested that nationally distributed textbooks reflected

common values held by citizens throughout the country. Ellsworth (1962),

however, believed that organization of-the curriculum by textbook was waning.

Two studies done in Nebraska°(Godwin 1967 and Saunders.1968) produced

some findings that may shed some light oh the question of how,accurately text=
.

books and state and local curriculum guides reflect what'is actually taught in

the classroom. Godwin found that more than half the elementary teachers in

Nebraska districts without\full-time elementary curriculum directors followed ,

the textbook guide rather thanthe State Department of Education's guide or

the local district's guide. Saun ers, studying districts that did employ a-
.

full-time elementary curriculum dire tor;.found that about half the'elementary

teachers used a basic text as their shie source of social studies inforfiatidn,

\ !

.

but also over half the teachers regularly used the district-developed course of

study and less than one-sixth used the state de7rtment's guide.

In the discussion that follows, we have relied primarily on state and

(- local ourriculumguidei as indicators Ofthe objeces, scope, and sequence of
p \

the social studies curriculum.
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Trends in Social Studies Objectives' .,

,

. ,

.
Trends in curriculum coriteni in the social studies` can be (*served by .

\
I. 4 v

S.-

taking 0 look at social.studies:objectives within .the categories Of knowledge,
. ,

, .. 0

attitudes, and skills. Tables Showing typical objectives in each of these
.

three categories during five periods from 1955 to 1975 are included in the-'
,

. . .

appendix. Tabie A-1 shows continuities and changes in social studies knowledge.

objective'S from 1955 through.1975.: Table A-2 shows continuities and changes

A-asocial studies attitude objectives during that period. Table A-3 shows

continuities,and changes in social studies skill objectiVes,during that time.

Curriculum guides from states and localities., as well as a few surveys.of

sucfr guides, were used in coMpiling*these charts. It was difficult to obtain

guides for some time periods, particularly for the years around 1960. For some

..oknown reason, many of the guides for that period have been destroyed. tOne

wonders whether the revisionist fervor. that hit the social studies in the early

sixties perhaps encouraged -tor at least did not discourage - -the destruction of

the symbols of the past, such as curriculum guides.) Because of the dearth of

'guides for the 1960 slot, .werhave relied primarily on Wade's 1964 study as the

source of:typical objectives for the 1960 period. Our own tally of the objecr'

-,-

1
.

dyes found in curriculum guides, provided4 the,qta for the other periods.
, --;

For the most part, we have tried to employthe terminology most commonly used

in the guides for the-various periods. However, fo'rthe sake of uniformity; we

have taken the liberty of stating objectives in performance terms, even though'
.

this format was not typical of the earlier guides.

Differences in objectives, for various grade levels have not been distin-

guished. In general, one can assume that the differences among grade levels

are matters of depth of treatment rather than differences in kinds of content.
A

Each,of the three tabies is arranged as follows. Across the top are listed

I

:
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five dates: 1955, 1960, 1965, 1970,.and 1975. The column under each date

enumerates a series of objectives that were found to be typical in the-

curriculum guides published in the'cluster of years centered on the given

date. (For instance"the guides used for the 1970 column'fell within the

period 1068-1972.) Down(the lefthand side of the able are listed a number

of topics, indicating in a rough manner the focus of the objectives enumer-

ated 'across each row. For instance, the first topic in.the table of knowledge

objectives is "interdependence." The reader-will note that no interdependence

- objective is given for 19604 this indicates that interdependence was not

found to be a common focus of knowledge objectives during the 1960 *rod.

Knowledge-Objectives:cindings: Table A-1,presents typical social"

studies knowledge object-'es for the period 1955-1975. In 1955 there Were

fewer knowledge objectives than in 1975 and there was greater consensus on what

they should be.' Almost all of the typical 1955 objectives are still found fre-

quently in some-form in 1975, but a number.of new objectives have been added

to thisInherited set. This picture'of apparenisstablity is modified, however,

when one examines intervening time periods; then one finds, for instance, that

knowledge of the American economic system is the only objective appearing in

every time preiod. A noteworthy trend is shown in the greater' emphasis given

the social ,sclence disciplines -- particularly the "newer" behavioral sciences
,-

in the objectives for 1975.,

Attitude Objectives: Findings. Attittipe objectives from 1955 to 1975 are

displayed in Table A-2; 'As wfth knowledge objectives, there were more attitude

objectives stated in most curriculum guides at the end of the 20-year period
ry . .

-than there were at the beginning. One attitude objective was-important through

the entire 20 years: that the students be good citizens and act accordingly.
p

There 'seem to have been a decline in emphasis on attitudes toward the law and

authority during the 1960s compared to the 1950s, but there was a return to
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stressing respect for the law and authority during the 1970s. There appears

to be less overlap between attitude objectives in 1975 and attitude objectives

in 1955 than was the.Case with knowledge objectives in 1955 and 1975. Two

virtues that seemed to be extolled to a great degree in the 1960s only were

honesty and respect for one `s elders. New emphases of the 1970s include aWare-

nessorreasons for one's beliefs and actions; participation and involvement;

attention to career opportunities and leisure time activities; self-actualiza-

tion; and the like.

Skill Objectives: Findings. Skill objectives from 1955 to 1975 are

displayed -in Table A-3. The greatest' emphasis on skills (or, at least, the

greatest.variety of skills) appeared around 1965 rather than in the seventies,

as we had originally surmised. As additional evidence of the high-interest in

skills at that time, one might note the appearance of the 33rd Yearbook for

the National Council for the Social Studies (1963), which was devoted to skill

development in the social studies. Perhaps many of the "newsotial studies"

projects, with their emphasis on skills, were influenced by.the heavy interest

in kills during the mid-sixties.

Two sets ofskills.were found throughout the 20-year time period,:

problem-solving skills and data-gathering and analysii skills. *-Alihoulhleo-

graphic skills (such as map and globe skills) were Mentioned, they werOnot
e

among the most frequently mentioned, much to our,surpriseithus, they. do not

show up in the table. Such skills were emphasized more in the earlier than

'
the later part of the 20-year period. Reading skills, likewisewere not men-

tioned very frecitIntlyand they were, most ,often mentioned around 19K. There

was increasing emphasis over the 20-year period do creativity and curiosity.

The back-to-basics movement, with its emphasis on basic skills, apparently

had nOt hit by the time the 1975 cumiculUm guides went to press.' We would

guess that Curriculum guides in the late1970s will give greater.attehtion to. --\

skills in geneill and to reading and writing skills in particular. , 4
.
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Scope of the Social Studies

One often hears social studies educators speak of the "scope and sequenCe"

of the social /studies. Scope refers to the extent of content covered social;

studies courses; to define the scope of the social studies, one must define the

boundaries of the field--what it in and what is out. Sequence refers to the

order in which carious aspects of content are to be taken up in the progression

through the grades.

As has been mentioned previously-s-and will,be 'mentioned numerous other

Vines throughout thiS report--the scope of the social Studies is subject to

much controversy, Social studies educators have been much criticized for their,
I

tendency to "solve" the definitional problem by including just about everything

within the bailiwick of social studies. For instance, Metcalf (1963) noted

the tendency cf Social studies educators to list huge numbers of objectives for

social StOiei courses, generally stating them in nebulous terms and nit

noticingthat some contradicted others.

Because of this eclecticism in objectives, the types of courses offered

under the label of sr 3tqdies are widely divergent.,' For example, Kansas in

1964 included in its social studies program a course on home living. Some

school in Pennsylvani'a in 1969 included sex education under social studies.

And driver education was even listed as-a social studies requirement in some

school systems in the early sixties. This diversity has not abated in the 1970s;

guidandi, ethiCi, philosophy, humanities, intergroup education, drug education,

and student development were but a few of.the course titles that we came

across in our survey.of curriculumguidis.

Table A-4 shows the content most often included in social studies'

course offeringsat each grade level for,the same five time periods

used in the preceding objeCtive tables. The emphasis in this table
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of the curriculum. The table
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little attention to skill and attitude components

was derived from tallies of topics mentioned in

state and lotal curriculum guides. For some time periods and grade levels, te .

were able to obtain only a few or no guides. There are blinks where no guides

were accessible; where only a few guides were available, we filled in the cells

using those few guides and'assuming that they were more or less representative.

Mang the conclusions that can be reached from examination of the scope

table are the following:

1) In grade one, the scope becomes progressively more cosmopolitan, or
multicultural, and less rurally oriented from 1955 to 1975.

2) In the second grade, tho focus on the neighborhood takes on more-and
more of an urban tinge over the 20-year period.

There seems to be an increasingly comparative orientation in commu-
nity studies in the third grade as one moves from 1955 to 1975.

4)-' The emphasis on world regional geography at the beginning of the
period in tht fourth grade is partially replaced by state history
in 1975.

E.

, -

5) Fifth-grade U.S. history appears to Have come under the influence of
a "presentist" orientation in 1975, while in the.earAier periods
more or less traditional U.S.-history topics were dyminant.

,..

6) The traditional sixth-grade focus on the Western Hemisphere is
replaced in 1975 by a world cultures course, drawing heavily on
social science content, especially from anthropology.

I

There seem to have been a great deal of fluctuaition in the content
taught at the seventh-grade level over the 20-year period. However,
one trend is apparent in a.shift from early emphasis on regional
studies (of Africa, Europe, Russia, and the like) to emphasis on
broad themes, such as,gaps between the rich and poor nations and
national independencemovements.

8) The eighth-grade U.S. history course has remained basically the same,
except for decreased attention to state history.

9) 'As with the seventh-grade social studies Course, the ninth-grade
course hat\experienced much fluctuation, ;Including various combina-
tions of world geography, civics, world cultures, and state history.

10) Grade ten world history appears to have remained fairly stable over
the 20 years under study.

11) The 11th grade American history course has been transformed from one
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with a primarily political orientation to a study of many aspects of
the country's social, economic, and cultural development.

12) The 12th-grade. problems.course has-been replaced with a variety of
social science courses; including sociology, anthropology, geography,
economics, psychology,. -and government.

Some other courses Witch are now being offered at various, grade levels are

included in Table A-4. Examples from curriculum guides of the objectives

and content of these "new" courses include: career education, citizenship,

.education,.consumer,education, environmental education, ethnic studies, and

legal education.
-%

Changes in Elementary Scope. The 20 -year period from 1955 to 1975

witnessed a continuation of the expanding-environments,theme in elementary

social studies. ("Expanding environments"--sometimes called "expanding

communities" or "expanding horizons"--refers to a geographic expansion of the

area studied as one progresses through grades, beginning with'home and family

in K-1, broadening to neighborhood in grade two, and so on.) However, notable

changes did occur within the theme's boundaries. Educators such as Kenworthy

(1962) began to question the expanding-environment approach. Did a child

really come into contact with, or relate to, the world or environment at

a time or did the child learn about "far" at the same time that he or she

learned about "near"? Has mass communication and transportation brought the' N

"remote" world as close as the neighborhood or community? Kenworthy, and other

critics believed that they had and that the social studies curriculum should

reflect this. By 1975, a study of families usually included not only one's

own family but also families around the world. The same was true for neigh-

borhoods and communities.

It also became more common during the later '60s and the '70s to

introduce the social science disciplines into elementary programs. Social

scientists began to:Insist that elementary students could and should be

acquainted with. concepts and methods fpm the social science disaiplines.

Ze 1
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In some cases, it was argued social science content should be introduced from

the inception of the child's .formal education; in other cases, the interme-

diate grades were thoughtrto Ile the proper place to begin. !or` instance,

Lawrence Senesh's Our Working World, while basically maintaining the expand -

ing- environments,theme, introduced social science concepts in grade one.

Man: A Course of tudy (MACOS) introduced the behavioral sciences in the

fifth grade.

In the early sixties, Jarolimek (cited in Bailey and Clune 1965) had

argued that "the segregation of content into various disciplines may be

entirely appropriate for the adult student, but such an arrangement is not

recommended as a program of st9dy for young children." Attempts were made

in the sixties to incorporate the social science disciplineS while addressing

Kenworthy's complaint by using interdisciplinary approaches. For instance,

the Harvard-Lexington program (Gibson 1965, p. 84) used the following set of

goal statements, reflecting influences from several disciplines:

1. Man has various ways of meeting similar. needs. \\

2. Man has adapted to a variety of natural habitats.
3. Man finds new ways to control his relationship to his environment.-
4. Technology 'has changed the production and distribution of goods and

services and has created new opportunities and problems for human

society.
5. There is a variety of patterns and development and independence

within and among nations:
6. Man's act of inquiry, creativity, and expression evolve from and

influence his culture.

The program was for K-9 and was intended to move pupils' attention from near

to far and far to near, from known to unknown and unknown to known. It was an

attempt to improve upon the framework of expanding geographic areas and 'expand-

ing areas of experience while introducing students to the social science'

disciplines.

Chan-es in Secondary Scope. Throughout the nation, there have been

fairly uniform course and credit requirements at the secondary level over
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the 20 -year period. The course Most often required is American history.

About 39 of the states plus the District of Columbia require the teaching of

American history and(the Federal Constitution (National Survey . . . 1976).

Min), states, in order to avoid repetition, have elimiflated the American

history course at the junior high level and now only teach it once at the

secondary level, usually in the -11th grade. Some states and districts have

made the junior-year course into "American Studies," emphasizing certain

themes or topics wfth:less focus on chronology. A few states recommend

American history but do not require it on'the secondary level. They have,

allowed schoolvto offer other socialstudies options only indirectly related

to American-history. Some schools, however, still offer American history as
c

a.twO-year` course because they feel that there is too much to cover in one

year. Kirkendall (1975) has noted a tendency to regard history as irrelevant

and impractical .

World history is required by about 15 states (National Survey . . .

1976). World history survey courses have been giving way to replacements such

as world culture studies (Patterns of Course Offerings . . . 1972).

e
Other secondary requirements nationwide according to Virginia's survey

(National Survey . . 1976) are as follows: state history including the

state constitution--34 states; consumer education--six states; environmental

studies--four states; career'education--four states; Saw- related education- -

four states; and civics- -five states. Other states offer these courses, but

they are not at present required to do so.

Instruction about the "free enterprise system" must be incorporated into

the social studies/prcgraii in some way in 14 States. Another required area is

some study of communism and other totalitarian forms of government. Seven

states currently require work in this area.* An analysis of this area of

study (Gray 1964, p. 72-73) showed the following characteristics;
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1. These courses are often based on the assumption that communism
is a total evil in complete opposition to all democratic principles.,
Materials are then presented to support the assumption. Little or no

consideration is given to the measure in which, communism may appeal
to the underpriviledged people in the underdeveloped nations as an

extension of democracy.

2. There is a marked tendency to contrast the darkest realities of .

communism in the Soviet Union with the noblest ideals of American. --

'democracy.

3. There is a tendency to use broad sweeping generalizations composed
of emotionally loaded words, such esslavery,menace, evil, threat!

ti

deadly, deceitful, dishonest, and the like.

4. They present a picture of an unswerving, monolithic world
Communist power dominated by the Soviet Union.

5: They fail to consider possible differences among scholars on

the nature of communism. For the'most part these courses present

only one point ,of view.

6. There is an althost total lack of reference to works by Communists

for purposes of objective and analytical study.

7. There is a general concentration on the so-called fallacies and

failures of communism. Little or no attention is given to its

strengths.and its successes.

8. There is a tendency to equate capitalism and democracy.

*It is interesting to'note that the number of states having such_a require-
ment in 1964 was eight (Gray 1964, p. 71).

American government is usually required at the secondary level:. There

are quite a few ways of placing it in the curriculum. The most common are as

a separate course, and as part of an American history course.

Overall, four to six semesters of social studies or social sciences are

usually required on the senior iligh level.

Figures .on secondary social studies course enrollements can give some

,general indication of what kinds of content students are actually begin

exposed to, as distinct from'what curriculum guides, statuses, and the like

require or recommend. Two tables from Gross (1977) are enlightening here.

The first shows changes in social studies course enrollments from 1961 to 1973.
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The_second sho4p-the percentage of'schools offering various social studies

courses and the enrollment in those offerings.

1961

11.700.0(X)

Table, 8

Total Enrollment in Grades 7-42

1973., % INCREASE

J8.500.000 59%

Changes in Social Studies Course Enrollment. Grades 9-12 .

COURSE 1961 1973 % CHANGE

Civics 733.000 449.(X)0 -39%
Sr. Probs.P.O.D. 380.000 298.000 -22%
World History c' 1.471..000 1.541.000 -I-57c

World Geography - 595.000 736.000 +24%
U.S. Government 780.000 1.306.000 +67%
U.S. History 1.994.000 3.464.000 % +74%
Economics 293.000 592.000 +107%
Sociology 289.000 , 796.000 +175%
Psychology 140.000 590.000 +323%

(Gress 1977, p. 196)

Table 9

1973Social Studies unerstip
and res.of Enrollments (Grades 7-12)

TOTA1. U.S. PUISLIC SECONDARY SCHOOL S TOTAL SECONDARY ENRot t MENT

22.737 18.500.000

COURSE % of SCHOOLS
01:IERING COURSE

% 01' ENROLLMENT IN

SCI1001 S 011"ERING COURSE

U.S. History (7-8) 32% 33%

U.S, History (9-i2) 53% 27%

World History 51% 17%

Geography 45% 14%

c.S. Government 45% 16%

Sociology 36% 8%

Psychology '30% 9%

Economics 36% 7%

Civics 21% 17%

Sr. Prohs.--P.O.D. 20% 11%

State & Local History (7-8) 16% -39%

State & Local History (9-12) 12% ° 15%

Area Studies 14% 5%-14%

Ethnic Studies 10% 17%

Anthropology 6% 5%

Law Education 14% 7%

(Gross 1977,. p. 196)

Gross notes that enrollments in U.S. history and U.S. government kept apace

with growth in total enrollments during the decade examined, but growth.in
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enrollments in world history and world geography did not There were actual

decreases in ninth-grade civics and 12th-grade problems courses, some of which

were redirected to new social studies offerings and some of which enrolled

instead in areas outside the social studies. The figures clearly reveal,

according to Gross, an "invasion of the social studies by the social

sciences." Overall,
p.

it is clear that the traditional pattern of high school social
studies offerings, rather stable since the 1917 Report of the
Commission of the Reorganization of Secondary Education
established the program, has finally been shattered. (p: 196)

Sequence of the Social Studies

The kinds of courses most commonly offered at the varidus grade levels

in the five time periods from 1955 to 1975 are shown in the sequence chart,

Table 10, beginning on page 37. This table is a.distillation of the infor-

mation from the scope chart,.giving only course titles plus a 0611 amount

of additional information. The items in parentheses indicate particular

approaches within the main topic or additional topics that received less

emphasis than the main topic.

At the elementary level, as mentioned previously, the expanding-

environments theme was fairly well established at the beginning of the period

covered and has remained so through 1975, although within this theme there

have been some changes in approach. The sequence at the secondary'level has

also remained basically stable. The most notable changes have been the dis-

appearance of courses labelled geography and civics atthe ninth-grade level

and the replacement of the 12th -grade problems course with a proliferation

of electives focusing on social sciences and currently popular 'topics.

Regional and Urban-Rural Differences

While there has been an amazing amount of similarity in scope and sequence,

there have been a few regional, as well as urban-rural, differences.

Anderson (1964) reported that the South offered civics and state histolx
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Table 10

Social Studies Sequence: 1955-1975
ti

Grade

Level .
1955

:

. 1960 .,.,..---1

.

1965 1970 ' . 1975 s.

K

,

.

Often,Kindergarten
did not exist. Ifs__

it did exist an
introductionjo the
home or school was
usually done as the
social studies
lesson:

,

A s6cial studies
course for kinder-
garten was not
usually listed. If

any course did
exist, it dealt with
the family'thc most
often.

.

Home and School
Relationships

'r,

N

Home (School,.
Family, Group .

Living and Adjust-
ment)

.,

Home and School

,

.

1 Living together at
home and school ,

(Pets, farms, .

neighborhoods)

Living together in
home, school, and
community

0

Home and school

.

Families (School,
home, community)

.
.

,.

Families (Neighborhoods)
.

..

2 Living together in
the community
(neighborhood)

.

Community (neighbor-
hood, food, clothing,
helpers)

Families and neigh-
borhoods (helpers,
communication,
transportation)

,z
.

Neighborhoods
(communities, cities)

, .

Neighborhoods .

(communities)
'

3 Living together in
the community (local
community, basic

,
necessities)

Basic necessities
Our community (health
and safety)

Community Communities
(cities)

,

Communities (cities)

.

4 . Climatic regions
of the world
(geographic
approach)

.

Beginning readiness
for Wistoryiand
geography -- regions

of the world

World communities
(hfStory and
geography)

Geographic and
cultural regions

.4

.
.

,

State history
World geography

.4,

5 United States .

history and

geography

American history United States
history

American history Unites States history

41 1 3
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Grade
Level 1955 ,

-

1960 1965 1970 1975

6 America's neighbors
(and Eurasia)

The World (Eastern
or Western hemi-
sphere, Old World
[Europe])

America's Neighbors

*

Western hemisphere `\ World cultures
Western hemisphere

.

.

7

.

The Eastern hemi-
sphere

World geography
(Eastern or Western
hemispheric)

Eastern hemisphere
State history

.

?World Cultures
State history

World ultures '

Eastern hemisphere

8 The United States
'history--State
history

American history
State history

United States history
history

United States
history (civics)

a

American his sry

9 World geography and
historical back -

grounds

Civics.

-

Civics--World
geography--Vocation-
al Guidance

.

Civics--Non-
Western world
culture studies
Overview of social
sciences (the
student--the indi-
vidual )

World Studies--Stat-
history (civics)

10 World history and
geographic settings

World history World history World History
(American studies)

World history

11 American history
and government

American history

/

American history United States
history (American
studies)

United States history

. .

;

.

f 1 .

.

.
.
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Grade
Level- '- 19551955 ] .1960 1965 1970- 1975

12 American Problems
(social and economic-
approaches)

Problems of Democracy
Psychology, Govern- -Psychology--Problems
ment, (Sociology)

, ,

Government--Economics

of Democracy

. -
,

Psychology--Sociol-
oqy -- Economics --

Government--(Probrems
of Democracy) (Inter-
national Relations)
(Consumer Education)

.

-. .

.

P..ychology--S'ociologY--

Economics--Government-- °

Anthropology--(Geography)
(Humanities) (Local'
History) (Career Educa- ,

tion) (Ethnic-Studies)
(Law-Related Education)
(Environmental Education)
(Citizenship Education) .

(Problems of Democracy)

Sources Used for Sequence Charts

American Culture, 1970; Black Studies, 1970; Content, Trends and Topics in the Social Studies, 1962; Curriculum Guide

Grade 4-7, 1968; Curriculum Guide to Social Studies, Grades 4-6, 1969; Exemplar, 1970; Focus on Man, 1971; Fort Benton

Social Studies Curriculum Outline, 1970; Framework for the Social Studies, Grades K-12, 1970; Framework for the Social $

40

Studies in Wyoming, Grades K-12, 1969; National Survey, 1976; Navajo Area Curriculum Development Project Grades 5-8, 42

1970; Organization of the Elementary and School Social Studies Curriculum, 1957; The Program of Social Studies Instrudti'On

Grades K-12, 1969; A Rationale for Elementary Social Studies Programs, 1971; Social Sciences Education Framework for .

California Public'Schools, Kindergarten and Grades One Through Twelve, 1968; Social Science Guide, K-12, 1067; Social

Studies, 1960; Social Studies, 1970; The Social Studies Curriculum in the Secondary Schools of Virginia,.1976; Social

Studies, Education,' 1969; Social Studies Guide, 1970; Social St4dies Guide: Kindergarten--Level Twelve, 1970; Social

Studies in Oregon Secondary Schools, 1955; Social Studies Program for Idaho Public Schools, Grades K-12, Revised Edition,

1974; Social Studies in Secondary Schools, 1964; Social Studies in the Senior High School, 1965; Social Studies Today,

1970; Social Studies Today, 1971; A Study of Recent Changes in the Social Studies Program of the Public Schools, 1964;

A Survey of Elementary School Social Studies Programs, 1957;.What Are We Teaching in Social Studies and Science?, 1960.
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more often than any other sections and the East offered the problems of democracy

'Oa

course more than any other sections of the cultniry. In another sti6ey'done in
I

the same time period (SuryeLof'Social Studies Teaching 1964), it vls noted that

Eastern schools offered modern European history while Western schools stressed

Oriental history. Small rural schools tend ter offer state history and civics;

this may account for the South's high showings in these areas.

Jennings (cited in Cox and*Massialas -1967, pp.\i95-99)-discoverd a

Ctariationincurriculufil offerings according to the size of the school.' Usually

the small schools would be characterized by sociology as the major el tive and

a general world history course. Large schools emphasized,problems of democracy

courses and specialized world history courses.

Economics was the only course not fluctuating considerably among the

regions. The Northeast offered specialized world history and problems courses

more than other sections. ,American government and sociology were offered much :

lese.in the Northeast than in other regions. The Midwest stressed geography and

international and comparative politics more than other regions. The South

placed a low emphasis on the problems course. The West stressed psychology more.

than other regions. The Midwest offered the.greatesi diversity in social studies

courses.

.
Jennings and Levenson (1968) reported .that students in the West took more

social studies courses than students in other sections of the country. They

also obierved that if American government was offered then a problems of demo-

Tracy course usually. was.not. The American governmentcourse stressed, the

forms, structures, background and traditiont,of American political life, while.

. the problems course stressed the major sociopolitical, contempOrary problems

in American public life. -American goverhment'was strongest in the Midwest,

while the problems course was strongest in the West. The Northeast was more

likely to offer Ooblems than government.' The South was more likely to offer

government-than ploblems- 54

I
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Kimball (1970) concluded that, among regions, there was little difference,

except that the courses taught in the schools in the Midwest seem to be more the

survey type than those taught elsewhere. All regjOns seemed to stress the

history of western Europe at the expense of the history of, other parts of the

world. Economics was increasing in popularity. Economics was taught less

.commonly in the schools of the South and the West than in those of. the Northeast)

and Midwest. The problems of democracy bourse was on the decline; by 1970, it
ar

was not`taught as frequently in the Northeast as elsewhere in the country.

Treatment of Controversial Issues

There has been considerable discussion over whether controversial issues

should be dealt with in the social studies classroom. If controverisal issues

are discussed at all, what issues should be selected? What methods should be'

used? What should be the role of the teacher and the community? What policy

guidelines might be helpful? A sampling of the literature on dealing with -,

controversial issues in the social studies is presented here.

In 1956 DeaM (cited in Gross and Badger 1960, p. 217) found that_the five

least acceptable issues for class discuSsion were: .(1) the religious affiliation

of the President, (2) the use of force in obtaining confessions, 13) the merits

of-socialism, (4) extending free speech to, advocates of forcible overthrow-of

government, and (5) the effects of integration in public schools; Deam discovered

that,only a bare majority favored teachers' stating their own views on current

issues, even when identified as such and supported by reasons. Even teachers

accepted limitations upon their freedom to teach, Teachers were willing to

endorse the principle-that controversial issues snould be presented in the class-
/

room, but they readily submitted to pressure to prevent discussion of certain

topics that were taboo in local areas.

In 1960 Fiske (cited infLunstrum t.M65, p.-124) reported that even such aJ1965,
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topic as the activities of UNESCO was controversial and, thus, avoided in the'

classroom.

. In a 1962 Natidnal Education Association study (cited in tunstrum.1955, p. 123),

most of the secondary school teachers questioned reported that they encountered

little or no opposition to teaching about communism and the United Nations. A

greater proportion of elementary teachers (21.7 percent) reported varying-amounts

of opposition to teaching about communism in local communities. (See description

of Gray study earlier, in this section.) It was suggested that teachers be

encouraged to teach about the concept of totalitarianism, thus encompassing both

the right and the l eft.

By 1975, Morrissett found that no topic is entirely free frim restriction

nor is any topic so restricted that it cannot be Rased with some freedom. In his

Curriculum Information Network survey, the topics the respondents felt most free

to discuss in their classrooms were: (1) faults in our system of government,

(2) the free enterprtse system in the U.S., (3) the Klu Klux Klan, (4) drugs, and

(5) Vietnam amnesty. The,respondents,felt leaSt free to discuss: (1) homo-';

sexaulity, (2) heterosxual sex, (3) prostitution, (4) pornography, and (5)

abortion. College teacers felt the most free to discuss all issues. Perceived

freedom of discussion declined with grade level. If pressure existed for iV iding

controversial issues, it most often came from parents. The report showed a

need for teacher training 'in conflict resolution.

Ballinger (cited in Lunstrum 1965, p..138) noted that the texts used in

methods classes did not discuss the theoretical and practical problems involved

in the presentation of controversial materials in the classroom. It should be

noted that this problem may have been alleviated by now. Many methods texts

now.contain material on dealing with controversy and there are a number of

publications docusing specifically on this--for instance the 1975 Yearbook of

the National Council for the Social Studies (Muessig 1975).
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Kardatzke, (cited in Johnson et al. 1972, p. 74) discovered that teachers

who took an extreme position on controversial issues tended to be more willing

to introduce such issues into class discussions. Ling (cited in Payette et al.

1970, p. 28) discovered that male teachers were more permissive and expressive

in controversial situations than female teachers. Massialas, Sweeney, and

Freitag (cited in Johnson et al. 1972, p. 74) found that most teachers expressed

a willingness to discuss most controversial issues. When teachers chose to limit

topics, pupil maturity, pertinence-of topic, or personal reservations were

given as reasons for limiations more often than administrative and community

disapproval. Social studies teachers showed more willingness to deal with

co,ntroversial issues than did biology or English teachers. Male and older,

.,ompte experienced teachers were more willing to deal with controversial issues.

Of the teachers surreyea, social studies teachers spend the most time with

controversial issues, but 87 percent of the teachers reported spending less than

25 percent of class time dealing with controversial issues.

As the role of the teacher has been subject, \to discussion, so has the role

of the community. Lieberman (cited in Massialas and Smith 1965, p. 122) argued

that local control of the school contributed heavily to avoidance of topics

in the classroom. Drabick (cited in Massialas and Smith 65, p. 122), in a .

similar view, stated that teachers acquiesced in the norms oi\the community

and adjusted their performance according to the expectations of me ers of the

community. However, Coan (cited in Massialas and Smith 1965, p. 122) revealed

that parents of school children in Kansas were generally agreeable to inclusion

of controversial issues in social studies. He said 60 social studies instruc-

tors had more latitude in the treatment of controversial issues than they

realized, although it was true that special interest groups opposed discussion

of certain topics and some questioned the methods used.

Some attempts to establish policies and procedures for handling controver-

sial issues have been made. The National Education Association found in 1961 that
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an increasing number of schools were operating under specific written policy

statements that guided the teaching of controversial subjects. An example of

a policy is that of Cincinnati. The Cincinnati public schools in 1965 established

the policy that teachers would not become advocates of any particular point of

view, but rather see that all sides of the question were considered fairly and that

.evidence be presented. Teachers should not attempt to influence decisions of

pupils but should serve as consultants who assist in clarifying issues and who

assure that the democratic standards of conduct, fair play, tolerance, and the

right of free speech are maintained.

Kirby (cited in Cox et al. 1966, p..124) made an appraisal

of teacher and principal attitudes toward controversial issues by interviewing

106 social studies teachers and 20 principals. The interviewees agreed that the

schools are'obligated to deal with controversial, issues. In the school year

1961-62, communism; race relations; nation, state, and local politics; and

religion were the most frequently discussed issues of a controversial nature in

social studies classrooms. More attention was given to adult problems than to

problems of concern to adolescents. A greater percentage of principals than

teachers believed that the school had an obligation to deal with controversial,

issues.

One of the largest surveys on' teaching controversial issues was McAulay's

(1965). McAuley polled 648, elementary teachers about controversial issues.

Eighty perceht 'of these teachers said that they did not discuss controversial

issues in their classes. Primary teachers viewed divorce as controversial while

intermediate teachers viewed religion as controversial. Eleven percent of the

teachers believed that they were sufficiently competent to handle contorversial

issues. Schremser (cited in Cox-et al. 1968, p. 98) found no

need for broad policies and administrative guidelines for teaching controversial

issues. Teacher training and inservice programs could deal with the teaching
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of controversial issues. Administrative leadership and guidance would be helpful.

Censorship has existed. Nelson and Roberts (cited in Massialas and Smith

'1965, p. 128) observed in the 1960s a resurgence of organized efforts to

censor textbooks,-particularly in the social studies. Some publishers and

school systems yielded to the demands that changes be made in certain textbooks.

Carp (1968) found that the groups most likely to assert censorship pressure were

patriCstic organizations, conservative groups, religious organizations, (e.g.,

the Jehovah's Witnesses, B'nai B'rith) and "miscellaneous" groups who believe tha,

certain materials are "too scientific" because they de-emphasize the spiritual

side ofdevelopmentorare immoral. Patriotic organizations and conservative groups

are most active in urban areas and religious organizatons are strongest in rural

areas. Sixty-seven percent of the teachers surveyed found censorship pressure

to be "nonexistent" in their school districts; 32 percent thought it was not a

serious problem; while-ten percent thought it was a serious problem. There was

more censorship pressure in urban and suburban schools than there was in rural,,_

ones. This is because the "best coordinated, the most militant, and the best

financed" groups were found in urban areas. Rural teachers were subject to

their own unique brand.of coercion, self-censorship. They took care not to

offend the community.

Summary

It is important to emphasize again that there has been an increasing trend

toward integrating the social science content and skills into the social studies

Curriculum. Social studies on the elementary level has become more interdisciplinary.

Materials dealing with social science content and skills are available at the

elementary level, if the teacher wishes to use them:

On the secondary level there has been an increasing tendency to offer

one-semester courses on -each of-the -social _science-d4sciplines,--The-enrollment
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in such courses doubled between 1960 and 1970 (Patterns of Course Offerings

. . . l9i . Theprojects of the 1960s endeavored to,create secondary level

materials formost of the disciplines. Gross (1977) reported that there was

limited use of the project materials, hoWever. Many teachers had not even

heard of the projects. Gross noted that psychology was the fastest growing

course in high. school social studies programs. Sociology and economics had

increased in enrollment, also.

Through the whole 20-year period (1955- 1975), courses have come to

/

include more. material on the non- Western world and world affairs in general.

Many social studies educators feel that there must be even more concentrations /

on these areas. Gross (1977) tells us that law and cicizenship education

programs are increasing gationwide and predicts a continuation of this trend.

State and local history courses ire becoming more and more popular. Environ -/

mental gduCation is being dealt with both in science and social studies

classes. Ethnic studies courses are much more evident now than in the fifties.

Other areas have exhibited decline. For instance, in the 1950s and

1J60s the study of communism and totalitarianism was encouraged through state

recommendation more than it is today, even though the number of state requiring

its teaching has remained about the same. The McCarthy period certainly had

an effect on social studies education.

Certainly one area that has c.Iclined is the study of history. History

has found itself losing out more and more to courses that place greater emphasis

on an interdisciplinary social science approaches (Kirkendall 1975). In order

to combat this trend, there has been aetendency in the teaching of history to

incorporate the substance, teohnique, and methods of the other social science

disciplines into history courses." American history remains the dominant social

studies course, however. The course is likely to retain that position, but

with more infusion of the methods and content of the social science disciplines.
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World history has given way to more specialized courses. Because.of these

trends, there is likely to be less need for history teachers.

The ninth-grade civics course and the 12-grade problems course have

sharply declined in enrollment in the 1970s.

Overall, .Gross says (1977), "Social studies enrollment is not growing as

much as ieshould be." Further, he noted, 'Elementary teachers are backing

away from social stud (es, particularly at the primary level." With the current

emphasis on "back to basics," primary teachers feel that there is not time for

social studies.

Summary Observations

1) There is a lack of,agreement as to what social studies really is, what it
should he, and how it should be taught. This problem has typically been

"solved" by including "anything and everything" in the social studies,

program.

2) Knowledge, attitude, and skill objectives in the social studies have
changed in 'varying degrees during the years 1955-1975. The number and 1.

variety of both knowledge and attitude objectives have increased acter-thE
20-year period,, while the variety of skill objectives was greatest around

1965.
r

3). The sco and sequence of the elementary social studies, program have been

governet iy the expanding-environment theme throughout the 20-year period,

but withi,1 that neW emphases have appeared, including greater attention
to studies of other cultures andincorporation of more content from the

social sciences.

,4) On the seCandary level, elective courses focusing on social sciences and

on content topics (e.g., ethnic studies, career education) have proliferated

at.the 12th-grade level, replacing the problems of democracy course, and
the ninth-grade civics course has almost disappeared. However, the Ameri-

can history course is still the course most commonly offered throughout

the country.

5) At all levels and in all courses--even history courses--the trend toward J

integrating more of the content and methodology of the social sciences.
into the social studies has been marked. The "newer" behavioral sciences

1

(anthropology, psychology, and sociology) have particularly experienced

increased attention.

6) While courses such as legal education and citizenship education have
experienced marked growth in recent years, courses such as civics and
problems of democracy have seen declines.

7) Theprobleinotclealing with controversial issues in the social studies

curriculum remains a major .concern related to curriculum content.



1.3 The State of-Instructional and Administrative Practices.

\in-Social Studies

. In this subsection, j ave sought to draw a picture'of the common

patterns of instructional and administrative practices in social studies in

the U.S. during four periods: the 1950s, 1960-64:1965-69,tand 1970-75.

Unfortunately, the picture drawn is far, far from clear. Since we are

interested here simply in the state of practices, we have loked for what

Kerlinger (1964; p. 392) calls status surveys rather than reports of research

,on relations among variables. (The latter kind of research is reported in

Section 2.0 of this report, on the effectiveness of different variables.)

The status literature on practices is one of the most barren 'areas of

social studies research during the last two decades.

The discussion below is organized by period. Each period is broken down

,into six categories: types of instructional activities, classroOm

action and questioning; grouping; evaluation practices; use of materials;

and administrative practices. .These are theisix areas with which .status

surveys of practices in social studies have dealt.

Sources

As mentioned above, sources of information on the extent of use of various

practices in social studies are scarce and scattered. The comprehensive

reviews of research in the social studies and the three compilations of disser-:

tations were used as starting Points for indentification of such itatus studies.

Most of the studies we fnund were dissertations (and, in most cases, only the
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abstract was available at the time of writing). Whenever possible, we obtained,

full copies of the few published articles available in order to "milk" the

limited information available for all it was worth. Fewer than 50 documents

used for this subsection.

Documentation and Discussion

Practices: 1950s

Types of Instructional. Activities. A study done in 1951 (Gross 1952)

founA that group discussion, supervised study, recitation, and teacher-made

guide sheets or syllabi were the teaching methods, most used by American history

teachers in 100 senior and junior high schools in California.' The table below

presents the full findings.

Table 11

* TEACHING METHODS USED BY AMERICAN HISTORY TEACHERS
t

Percentage Using Percentage
not

Answering
Fre-

Technique quently
.,Occa-
sionally Rarely Never

Group Discussion 75 22 2' 0 2

Supervised Study 64 30 4 2
, 0

Audio-Visual Aids 55 37 , 5 0 3

Library Research '44 47 7 1 1

Individual Topics or Reports 40 ' '50 7 0 3

Map Work 48 40 10 1 1

Recitations 64 22 6 4 s,' 4

Individualized Assignments 37 47 9 0 7

Notebooks 41 26 15 15 3

Teacher-made Guide Sheetsoor Syllabi 61 25 20 14 '5

Lecture 25 38 25 8 4

Source'Readings 18 47 25 3 7

Teacher-Pupil Planning 10 52 18 1 19

Group Projects 17 41 24 7 11

Resource Speakers
.

1 18 50 .25 6

Excursions 1 16 35 40 8

Socio-Dramas .3 12 28 47 10

Workbooks ii 4 8 7 73 8

(Gross 1952, p. 159)
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Gross also queried the sample about special motivational and techniques.

His findings are presented in the following table:

Table 12

SPECIAL MOTIVATIONAL AIDS AND TECHNIQUES
SUGGESTED BY AMERICAN HISTORY TEACHERS

Percentage
Aids apd Techniques of Teachers

Suggesting
12-

Supplementary Readings 43

Able and Interested Teachers
Audio-Visual Aids'

38
23

Tie Historyto Meaningful Pupil Experiences 22

Pictures, Globes, Maps & Charts 22

Student Activity .15

Movies 15

Current Events 14

Individual and Group Reports 14

Commercial Recordings - 12

Dramatizations 11

Tie History to Community Activities 11

Panels and Round Tables 10

Historical Novels . 10

Biographies 10

Source Readings 8

Radio Programs 7

Correlating Classes 7

Library Recordings. 6

'Classroom Recordings 6

Slides, Film Strips, and Opaque Projections. 6

Socio-Dramas 5.

Debates 5

"Transcriptions of Radio Programs
, 5

Newspapers and Magazines 4

Special ClassrOom and Assembly Programs 4

Non-Fiction Books 3

(Gross 1965, p. 160)

Another 1951 study (Grace R. Stacey et al.,e'An Analysis of Likes and

Dislikes for History and Geography of 3,360 Sixth Grade Children, unpublished

master's thesis, Boston University, cited in Chase and Wilson 1958, p. 24)

reported on activities in history and geography that'elementary children had

never^participated in, as follows:
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Table 13

ACTIVITIES IN WHICH CHILDREN NEVER PARTICIPATED

History

a.

--making time lines 57.10

--keeping a news bulletin board 36.06
--making booklets 14.32

--making models 33.06

--taking field trips, 32.99

--dramatizations 32.00

--making things for'exhibits and bulletin boards 26.51

--quiz programs 18.51

Geography

.--using workbooks 59.99

--taking field,trips 55.21

--keeping bulletin board 41.67
J

--dramatizations
--making a;class booklet about countries 37.81 \

--making murals 37.76

--making charts and graphs 36.03

--preparing exhibits 27.27

--listening to resource visitors 24.99

--outlining 15.94

--reporting news about countries 12.59

t

Chase and Wilson commented that other studies have shown similar results.

Chase and Wilson also described twp studies comparing techniques used in

ten social studies classrooms in which a majority of the fifthLgraders preferred

social.studies to other subjects ("high") and ten in which a majority did not'

rate social studies'as their first, second, or third preference ("16w"). One

study was done in 1947 (William A. Wolffer, Techniques and Practices Used in

Twenty Social Studies Classrooms, unpublished master's thesis, Boston University,

1948) and the other, done in 1957, replicated the first (Richard Cobleigh et al.,

Subject preferences of Fifth-Grade Children, unpublished master's thesis,

Boston University, 1957). The findings show that those classes in which fifth

graders liked social studies were characterized by use of the unit method; coop

erative Piartningva variety of instructional practice and teaching aids;

emphasis on e.,e acquisition of book, map, and study skills; provision for indi-

vidual needs; opportunities for developing responsibility; and awareness of

success_and inproyement.
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Gross and Badger (1960), citing'a couple of dissertatioes done during the

latter part of the fifties, commented that, although lecture and formalized

recitation had long been under attack, bot continued to be used to a considerable

degree in classroom practice. They also noted, however, that teacher-pupil

planning had been increasingly accepted.

Siemers (1960) reported on the instructional practices of .100 tenth-grade

California world history teachers who responded to a questionnaire in 1959.

Seventy-eight percent of the teachers favored the chronological approach, with

over one-third using this approach exclusively. The topical approach was used

by 30 percent, with eight percent using it, exclusively. Two-thirds of the 'sample

used some form of "teaching units," with teacher lectures and class discussion

as primary teaching devices. Eighty percent said they used memorization.of key

historical dates weekly; 25 percent used oral reports weekly; and 59 percent

4 . used films weekly or two or three times a month. Among the techniques that

substantial numbers indicated they never used were panels (36 percent never

used); debates (46 percent);.dramatizatiOns or role playing (81 percent);

filmstrips (28 percent); textbooks other than those issues to,the students

(58 percent); recordings (40 percent); radio or television (36'percent); and

paperbacks for outside reading (23 percent).

Classroom Interaction and Questioning. No studies were found during the

1950s period dealing with the extent of practices related to classroom inter-

action and questioning.

Grouping. No studies were found for the 1950s period dealing with methods

of groupings for instruction.

Evaluation Practices. Gross's 1951study also yielded informatidn on

evaluation practices of U.S. history teachers (Gross 1953). The 100 California

high ichoOl and-junior high teachers were asked which of ten types of evaluative

techniques they used. The results are shown in the table below:
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Table 14 .

EVALUATIVE TECHNIQUES USED BY
-- TEACHERS IN AMERICAN HISTORY

Evaluating
Technique

Objective Tests, ,

Percentage
Using as a
Major
Technique

Percentage
Using as an
Occastonal
Technique

Total

Percentage
Using
Technique

teacher-made 53 40 93

Class Discussion 51 42 93

Oral Reports 18 63 81

Essay Tests 24 52 - 76' 4

Student Papers or
or Notebooks 33 41 74

Group or Iftdividual
Projects 11 56 67.

Citizenship and Behavior
Displayed inSchool 14 46 60

Oral Quizzes. 10 42 52

Objective Tests,
- Standardized 8 35 43

Citizenship Observed
in Community 5 22 'i7

Other . - - 10

(Gross 1953, p. 24)

4

Most teachers reported using three or,four major means of evaluation. Gross

noted the prime influence of subject matter on the choice of evaluative techni-

ques; many other kinds of objectives were ignored. Although unlisted techniques

such as "use of tests in texts," "current events tests in papers," and "text

outlines and chapter questions" were mentioned by tespondents, none mentioned

such things as measures of critical thinking, special skill tests, attitudinal

checks, self-evaluative, techniques, inventories, ylating scdles, case studies,

cumulative records, sociametric techniques, and observational checklists.

In 1959, Dwight 14 Allen syrveyed 600 membersOf the National Council fir

the Social Studies, selected at random from its Mailing list, asking, them about

,

their views and practices in regard to evaluatin? He summarized the conclusionr

O

of that study a decade later as followt (Gross-and Allea1967, p. 207):

1. Teachers freqUently fail to relate their, assessment practices to
the aims they claim for their offerings.-

. .

-67
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2. 7,1achers are often inconsistent in their conception of evaluation.
3.'' Teachers are reticent, even ideally, to use the full range of"

evaluation techniques available. ,

4.. The usof many evaluation devicei is misunderstood.and such devices
are often minused.

5. Teachers place a great amount of blind faith in tue indirect
accomplishment of their objectives.

6. All the purposes of evaluation are not understood by many teachers.
7. Teachers indicated by their answers that in general thdy have a low

leiel of statistical sophisticatitb, . :

8: Teachers almost unanimously accept both essay and objective,test
items.

9. A disproportionate amount of time seems to be spent in the correction
of English errors in.social studies, work.

10, ,The theory of sampling and test instruction is not understood by
teachers.

11. More than half of the teachers ignore the value of student-constructed
test items and only about half encourage pupil-grading and self-
evaluation.

12. Few teachers employ item analysis or other checks upon,their testing

and evaluation procedures.
,

'13. Teachers, by their practices, encourage students'to regard grading' a
. a coercive t4eapon to be used against:them.

14. Very few teachers perceive the major implications of the eValuation
Program which carry beyond-the grading of students.

.4'Siemers' (1960) survey of 100 tenth-grade world history teachers in

,

California in 1959 found that 42 percent of the sample,of teachers used oral
v , ,)

reports and 57 percent used written summaries as the primary means of.eving
. /

, 5..., ..,
.

,

outside reading (such as biographies and historical novels). The leading means

:

of evaluation for the regular.coursework for nearly two7thirds'of the sample was

teacher-constructed objectives tests and student contributions to class discus-

sion. A.::ast half of the teachers claimed they never used group or committee

work in evaluation; one-third said that student interest and 'cooperation did nOt

enter into final evaluation. (Harrison and SoloMon, in;their'1964 comprehensive

review, mention two other studies--one in California and one in Alabama--that

found essentially the same patterns of evaluation practices.)

Use of Materials. Siemers (1960) that 92 percent'of his sample of 100

tenth-grade world history teachers used a basic textbook of some kind, and 43

percent preferred using a two-volume text where such was available and appropriate

for their-students. Flrty-nine spercent used newspapers frequently, 45 percent
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used periodicals frequently, 55 percent used encyclopedias frequently, and 56

percent used materials developed from college notes and other sources frequently:

This indicates the attempt to augment the-text with the use of varied curricular

materials is widespread, according to Siemers. Howdver; as mentioned previouSly,

40 percent never used recordings, 28 percent never used filmstrips, 58 percent

never used textbooks other than those issued to students, 36 percent never used

radio and television, and 23 percent never used paperbacks for outside readings.

In outside reading programs, biographies Were used by 42 percent in all or

nearly all units" while historical novels were used by only 23 percent in all or'

nearlygall.units. Palmer (1965)- noted that Siemers' dissertation also reported

the more than a third of the respondents considered poor instructional resources

a major problem. Palmer commented, "Although many teachers criticize social

studies textbooks, they evidently fail to look elsewhere for basic materials to

Put in the hands of students" (p. 156).

Gross and Badger, in their 1960 ten-year review of research in the social

studies, claimed that, although teachers tended to use films "promiscuously," they

hardly availed themselves at all of many other kinds of materials to supplement

the text. For instance, "teachers fail to use even the maps and bulletin boards

which are available in their on schoolrooms" (p. 219).

Administrative Practices. No studies on'support services, materials selec-

tion practices, and the like were located for this period.

'Ms

Practices: 1960-64

Types of Instructional Activities. In the early sixties, Lux (1962) did a

`study of the differences in methods employed by superior and nonsuperior teachers.

One hundred fourteen teachers rated as "outstanding" or "superior" by administra-

tors in Nebraska secondary schools and 35 teachers not rated as such filled out

questionnaires about their practices. Lux noted that both the rated (superior)

stj
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and unrated (not superior) teachers used the same kinds of activities, but to

varying degrees. (pp. 192-193)

Gandy (1965). interviewed 48 geography teachers in 18 public secondary

schools 4n California to learn what kinds of instructional procedures and mate-
,

rials were used in geography classrooms and what teachers thought.of these

materials and procedures. The findings in regard to methods used are presented

in the table below (from p. 75 of Gandy's article):

Table 15

USAGE OF VARIOUSAETHODS, TECHNIQUES AND DEVICES'IN TEACHING
GEOGRAPHY AS REPORTED BY A SELECTED SAMPLING OF
CALIFORNIA PUBLIC SENIOR HIGH SCHOOLTEACHERS

Method, Technique or Device Used

Often Seldom

1. Map exercises in which students make maps, locate places
make intervetations, etc. I 33 5

2. ' Textbook assignments to guide student learning 33 5

3. Work from Study Guides 1 30 8

4. Supervised study in which the teacher emphasizes learn-
ings to be obtained from assighed readings 29 9

5. Use of current events activities andldiscussion 29 9

6. Socialized recitations in which questions are used to
guide and stimulate discussioa \ . 28 10

7. Individual projects in which students are to accomplis!, a
selected task within a given time. \ . 26 12

8. Keeping notebooks or making notebooks on selected countries 23 15

9. Oral presentations by students individually or in groups 19 19

10. Activities in which students make diagram and charts , 17 21

11. Use of completion exercises in which notes with words or
. phrases omitted are structured by the teacher . 17 21

12. Problem solving; classroom organization amid apprn717 15 23

14. Projects in which two or more students collaborate 10 28
13 Outlining lessons from text 11 27

15 Use of lectures to dresent geographical information 10 28

16. Writing of summariesl, or appraisals of the geography lesson 9 29

17. Activities in which students make 'isplay: nd exhibits 8 30

18. Contract Plan in which a student "contracts" to do the
amount of work for the grade he desires . 8 30

19. Completely independent work in which 4 student chooses his

own. means of learning 5 32

20. Dramatization by students 3 35

21. Use of commercial workbooks 3 35

22. Student correspondence with foreign students 2 36

23. Field trips of field studies 0 38
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According to Penix (1965), the, typical approach to teaching and reinforcing

citizenship attitudes in the elementary grades has been "informal," emphasizing -

national'holidays and heroes, patriotic events, the pledge of allegiance to the

flag, and attention to electoral processes in election years.

Wilkinson (1964) surveyed 50 teachers, grades one through eight, about their

procedures for teaching the concepts of interdependence,,democracy, freedom,

international relations, and intergroup relations. Her conclusions are listed

below:

1. Much of what'was taught about the five concepts under
discussion was provided through the day-to-day living in
the classroom. These activities included accepting foreign
classmates, sharing, cooperation, working in groups, taking
turns, resepcting the rights of others, nominating, voting
and electing class officers, participating in planning,
committee work, and class responsibilities.

2. The more formal procedures included lessons and unit work to
protect a sequence of subject matter, study of current events,
holidays, and biography.

3. The development of hobbies was encouraged. Some children as

a result collected stamps, dolls, and foreign money.

4. The day-to-day living in the school setting provided important
social learnings. Guest speakers in the classroom, interclass
visitation, interclass sports, assembly programs, and school-
wide projects furnished opportunities for learning through
experiencing.

5. Worthy home membership was emphasized through discussions of
sharing in home life, inviting parents to school, trips, and
getting. parents to share in school projects.

6. The teachers of children with retarded mental development
(CRMD) stressed learning through living. Some of their
experiences included discussion of food, trips to,the market,
discussion of where food came from and how the market receives
it, preparation of food, invited luncheon guests voting for
menu, electing officers of class, and others with responsibili-

ties.

7. The teaching materials most frequently used on all grade levels

were film strips. Other aids used included films, pictures,

maps, and charts.

8. The teaching of the five concepts involved ocher curriculum
areas, and subject matter. Most frequent use was made of

songs, dramatics, stories, storytelling, and games. Included

also were arts and crafts, letter writing (pen pals), weekly
readers, and oral and written activities.

(Wilkinson 1964, pp. 285)
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Melis (1964) surveyed, by questionnaire, the approaches to teaching reading

in two content areas--science and social studies--used by 177 elementary teachers

in a county in Illinois. He found that "good" reading practices (based on

judgment of experts) were used more frequently at successively higher grade

levels and were more commonly used in social studies teaching than in science

teaching. Neither years of experience nor advanced, training were significantly

related to differences in frequency of use of good reading practices.

Wade (1965) studied changes in social studies programs in the public schools

of the U.S. from the fifties ;-,c) the early sixties by examining the recommendations

made in curriculum guides. In regard to teaching practices, she found that both

in the fifties and the early sixties guides commonly recommended "unit teaching"

for integrating content and providing for individual differences. 'Unlike the

guides of the fifties, a few of the new guides that appeared in the early

sixties recommended implementing team teaching and many guides of that period

recommended studying team teaching. Three methods that had been considered new

in the 1950s were commonly recommended in the new guides appearing between 1958

and 1963: teaching skills of and providing opportunities for individual research;

problem solving; and teaching skills in critical thinking, decision making, and

self-direction. Many 1958-1963 guides suggested making wider' use of-resources

that-had- note been use or recommended for-use -widely in the past: -library

resources, community facilities, and audiovisual teaching aids. Also, some of

the new guides recommended "in-depth" teaching--selecting fewer issues and

teaching them in depth rather than covering a huge amount of information. (Wade

1965, pp. 181-83)

Classroom Interaction and Questioning. No status studies on this topic

for this period were located.

Grouping. Campbell (1964) surveyed U.S. secondary 'schools, offering advanced

placement courses in American history during 1963. The following table presents

72
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his findings in regard to the amount of class time devoted to various types

of activities: Table 16

PERCENT OF CLASS TIME DEVOTED TO MEANS OF INSTRUCTION

Average Percent of:

Means of
Instruction Advanced

Placement - Honors Regular

Courses Courses Courses

,Lecture 35 37 34

Discussion .48 43 47

Committee or small group 8 '11 7

Supervised study or reading 6 7 9

Other 3 2 3

Totals 100 100 100

,(Campbell 1964, p. 213)
.

Campbell also found that the average class size for advanced placement American

hsitory courses was 16.7 students compared with 24 for honors classes and 26

for regular courses. Campbell's survey offered the following table in regard to

testing practices: Table 17

TEST EVALUATION

Average Percent of:

Means of
Instruction Advanced-

Placement
Courses

Honors
Courses

Regular
Courses

Objective 22 33 52

Essay 76 66 47

Other 2 1 1

Total 100 100 , 100

(Campbell 1964, p. 213)

Campbell included some comments on materials usage in his study. He noted that

t

4
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72 percent of the advanced,placement respondents used a basic textbook and that

all but three of the texts reported were.college level. This cpmpared with 78

percent for honors and 84 percent for regular courses. Top ranked'among supple-

mentary materials used for all three kinds of courses were "special studies or

accounts." Audiovisual aids were utilized less in advanced placement than in

honors or regular courses, Campbell found that,. despite the recommendation of

the Advanced Placement Program that teachers be relieved of a portion of their

regular teaching schedule to prepare for the advanced placement course, only .

32 percent of respondents indicated any modification of the teaching schedule.

Typically, when schedules were modified, tt relieved the teacher of one period

per day.

Wade (1965) found in her survey of state and local curriculum guides that

some form of grouping into basic or,terminal programs for slow learners and into
Vv.

specialfzed courses for superior students was commonly recommended in all senior

high and many junior high guides that came out between 1958 and 1963. This

practice hadMot been commonly recommended in earlier social studies guides.

Evaluation Practices. Lux's study (1962) presented rankings of the use of

various evaluative activities. Objective examinations, and essay examinations

ranked highest for both superior and nonsuperior teachers.

Use of Materials. Lux's study (1962) also presented information on the

use of var..,s audiovisual activities. Bulletin board displays, films,

puctures, and map exercises were widely used by his respondents.

Gandy (1965) also asked his respondents (38 high school geography

teachers in California) about the availability and IDA of various kinds of

audiovisual equipment. His findings are shown in the table below (from

p. 76 of his article):
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Table 18

AUDIO-VISUAL EQUIPMENT: FREQUENCY OF USE AS REPORTED
BY A SELECTED SAMPLING OF CALIFORNIA PUBLIC

SENIOR HIGH SCHOOL TEACHERS

Audio-visual

Equipment Often

Used

Occasionally Seldnm

a. 16 mm film projector 23 10 5

b. 35 mm slide projector 9 11 18

c. Ovjue projector 2 2 34

d. Tape recorder 3 , 4 31

e. 33 mm film strip projector 9 8 21

f. -Recordings 5 7 26

g. Television 0 0 38

Table 19

RAILINGS CF INSTRUCTIONAL MATERIAL SUPPLY

FOR GEOGRAPHY INSTRUCTION AS REPORTED BY A

SELECTED SAMPLING OF,CALIFORNIA PUBLIC SENIOR
HIGH SCHOOL GEOGRAPHY TEACHERS

Instructional
Materials Scarce Adequate Plentiful

a. Wall maps 16 13 9

b. Globes 13 19 . 6

c.s. Outline maps. 16 32 10

d. Map drawing materials and instruments 6,,

e. Plastic relief maps

35

31

2

6

1

1

f. Pictures 28 7 3

g. Objects 37 0 1

h. Atlases 18 18 2

Palmer (1965) discussed the use of self-instructional 'materials, including .

both computerized and noncomputerized materials. He stated thatthPy consti-

tuted the most spectacular challenge to the textbook.at that time and had grown
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rapidly in popularity during the past few years. However, production and. use of

programmed materials in the social studies lagged far behind that in other

fields'. In 1962, only seven social studies programs were available from commer-'

cial publishers and, in 1963, of the schools using programmed materials, 61

percent were using them in math as compared to only three percent in social

studies.

Lea (1964) studied the differences in characteristics and social studies

materials usage of two groups of intermediate-grade teachers. One group had

indicated on a questionnaire that they employed a wide variety of methods and

materials regularly in their teaching while the other group had indicated the

lowest frequency of use in a variety of materials and methods of all the teachers

surveyed. Both groups used reading materials to a much greater extent than other

forms of materials to teach social studies. The two groups did note differ as

much in the type of material that they used as in the amount they used. Neither

group made much use of free or inexpensive material or current materials such as

magazines, newspapers, radio, or television. Some differences.in training for

the teaching profession and use of support services (e.g.,, inservice training,

professional literature, and district supervisor services) were found, between

the two groups. (Although it is not relevant to the state-of-practicei picture

we are drawing here, another finding of this study is worth noting: pupils

of the first group showed significantly higher achievement gains on some

measures than pupils of the second 'group, although on other measures there were

no significant differences. Also, more pupils in the first group'than in the

second had positive attitudes toward the social studies.)

Wade's examination (1965) of changes in social studies curriculum guides

from the fifties through 1963 indicated that the later guides recommended wider

use_of resources that had not been utilized in the past, including library

resources, community facilities, and audiovisual teaching aids. Television was

frequently mentioned as a teaching device, although direCt recommendations for
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its immediate use Were less frequent than suggestions to study its pOtential.

Administrative Practices. Palmer (1965) reported one study of a sample of

California high schools that found that 73 percent of the districts responding

had no stated guidelines for textbook selection. "Many teachers and administra-

tors stated that the textbooks selected had not been carefully examined, and that

the selection process had little relation to the program of curriculum develop--

ment" (p. 157).

Practices: 1965-69'

Types of Instructional Activitie. Girault and Cox (1967) noted one study

of ninth-grade teachers and students in Detroit that found that the amount of

homework given and the value placed upon 't tended to vary directly with the

median income of the area in which the sch 91 was located. The study found no

differences between the use of written and nonwritten homework assignments.

Skretting and Sundeen noted in 1969 that 'traditional teacher-led discussion

based on textbook assignments was still the dominant instructional mode in the

social studies.

Wood (1966) surveyed 420 high school social studies teachers in Missouri

and found, among other things, that the instructional methods most often used

by these teachers were "teacher--entered, i.e., question-answer recitation,

teacher-led class discussion, and lecture" (AbstraW.

Cottrell (1967) found that team teaching was a relatively new development

in the social studies at the time he did his dissertation. He surveyed 75 high

schools, teaching tams were composed primarily of experienced teachers and in

half the cases nonprofessional assistance was used. The most frequently used

scheduling arrangeinent was to assign students to two large groups, two small

groups too large for the use of discussion techniques, and give only limited

emphasis to independent study projects. More emphasis seemed to be placed upon
hy
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Administrative and teacher benefits than upon student benefits of team teaching

by the respondents to Cottrell's questionnaire.

Godwin (1967) studied instructional practices in Nebraska elementary school

social studies programs. He fdlind that most of the elementary teachers were
o

using the traditional approach in teaching social studies" and only employing a

limited number of learning activities-and experiences.

Clubok (1969) interviewed 12th-grade civics steachers in Detroit to learn

about their usg of methods and techniques to foster critical thinking. Out of

the total number of civics teachers in Detroit (50), 48 agreed to participate.

Clubok found that teacherS of higher - ability classes,are 'no more likely to

stress the objective of critical thinking and use methods to foster critical

°thinking. Only nine teachers stressed this goal, according to in overall rating

by the iraestigator; these nine were more likely to have stated that critical

4
thinking was one of thier basic goalsLthan those who were rated lower; they

"2.0.

were more likely to be using materials in ways aimed as fostering critical

thinking; they made more use of suspended judgment; and they were more likely

to be using the problems approach or the scientific method in their teaching.

Reynolds (1969) surveyed 113 teachers from 31 schools in East Tennessee

regarding their classroom practices:and problems. He found that role playing

was used frequently butt, only a few teachers used simulations and games. Only

a minority used inquiry and interdisciplinary approaches. Grei ar emphasis was

reported:in the'use of concepts from economics, anthropology, and international

affairs. Case studids employing original documents and pfimary sources were

used only rarely. Although history teachers were giving more attention than

in the past to political, sociological, and economic history, they still

followed a chronological approach.

78
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Blesh (1969) compared the actual classroom practices of social studies

teachers in Texas elementary schools with the practices recommended by two

authority groups-1p national group of social studies specialists and college

and university proIfessors of elementary education in Texas institutions. He

found clOse agreemnt between the actual practices and the, ecommendations

of the authority groups. Unfortunately, his abstract does not,give details on

the kinds of practices used and their frequency of use.

Instructfion in contemporary affairs was the subject of Kane's dissertation

(1969). He surveyed 301 secondary social studies teachers in Orange County,

California. They reported tney spent an average of 31 to 50 minutes per week I

on instruction in contemporary affairs. Almost three-fourths reported integrating

this into their daily lessons. Over 90 percent included contemporary affairs

.

items on their tests: They made only infrequent Use of TV and radio but

frequent use of films and filmstrips and a wide variety of newspapers and

magazines.

Classroom Interactio0and Questioning. Cox, Johnson, and Payette (1968)

noted .one study of'14 fifth-grade teachets randomly assigned to above- average,

average, and below-average social studies classes. Using the OSCAR system,

'ouside observers determined the amount of useThf1iitening, speaking, reading,

and writing activities. Speaking and listening accounted for 79 percent of

lesson time, reading and *writing, 17 perceht. There were differences In the

kinds of activities according to ability level. The Flanders system was used

to observe verbal interaciion. It was found that teachers of more able students

used more indirect instruction,, were more democratiC, and allowed more student-
/

centered activities.

Cox, Johnson, and Payette (1968) also reported a study of questioning by

teachers in 44 social studies classes. Almost all questions were at the memory, s

translation, or interpretation level (the latter two combined are the same as

7D-



-- Bloom's comprehension level). The investigators characterized the intellectual

atmosphere of the classes as "meager."

\\- Schreiber (1967) observed 14 fifth-grade social studies teachers in Illinois

andjowa-to-learn what kinds of questions were asked in what kinds of lessons.

Factual recall questions were the most prevalent; other prevalent types were
\

\.,

questions that called for a statement of judgment based on personal experiences,

sp culation on outcomes, and uncovering information and raising questions for

stu y. Question types that were used to varying degrees by different teachers

inclded ones that called for describing situations, making comparisons,

identifying main parts of materials, identtfying-supporting facts, and using

maps.
\
\Little-used question types included those that called for at;anging

.information in sequential order, defining and clarifying information, drawing

conclusions, evaluating quality of source materials, and evaluating adequacy

of data.; The types of questions varied wjth the typestof lessons /taught.

Question types most freq6ently used in introductory letsons called for factual

recall, using maps, stating judgments based on personal experienced, speculating

on outcome, and uncovering information and raising questions fo.'itudy. During

development lessons an increase was noted in questions Calling for defining and

clarifying information and drawing conclusions. Review lessons saw an increase

Iin questions calling for arranging information in sequential order, giving

. .

g
i

descriptions, making comparisons, and identifying the main parts of materials.
r

)
Another questioning study, by Godbold (1968), Involved 32 teachers in

:.1 elementary and junior high schools in Dade County, Florida. Half of the teacheitL

had five years or more experience and the other halftwo years or less. At

least half the questions asked by all four experience/grade-level groups'fell

into the memory category and categories above iuterpretation.were most neglected

,
in all four groups. Elementary-teachers, (both the more experienced and the

less experienced) asked significantlylicie questions than secondary teachers and

80
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differed Significantly from the seconday teachers in the question'sn:1 of questiony
they asked. The more experienced sac° dart' teacherAiked significantly ore

_ .

questions than did the less experienced se ary teachers:and there wa also

a significant di fference betWeen these two groups'in the kinds of qUes ions they ,
1

asked. ,

KYsi4a (1969)`did an observational studoi the'verbal aching behavior

of 24 mathematics and social studies teachers in the eipth and, eleventh

grades, using the OSCAR5V categoriei. Math teachers were found.0 use more

convergent questions, precedural-postiiyequeStions, describing statements, and
,

I

-directing statements than social studies teachers.. "Social' studies, teachers
, t.

used more divergent questions and desisting 4tatemepts than math- teachers.

Studepts in social studies classes.uSed More nonSubSAtive;statgments than in

math classes and volunteered substantive informatiorrmbre:freguently than in

math classes. the proportion of pupil-initiated statements' to teacher staienents

'L
was significantly greater in social studiestban 1 math clasSes. Social studies

,

teachers rejected 'student responses more often thin did math lOchers. Math

teachers talked significantly more than social studies teachers. Social studies

teachers asked a significantly greater proportioa_of divergent thn'convergent

questions than did math teachers. .Eighth grade teachers used. more directing'
. . .

.

statements than did lith-grade'teagners. , .:.= , ,

. 116 o tl2
. '.

'41.

Grouping. Spiittgerber.(1966) ,surveyed 337,seiliprhiJgh schools in eight -

%.

4

.
..

. miOwestern stales to,find but thedegree to which social .studies content and
I

ul

instructional techniques were being differentiated for students "(of varying

abilities Out of'273 responding schop714,..1I7 'grOuPedtheir social studies
.

classes. The most common approachmas to-grourpstudentsnto ibreeilevels.

However; theschoolsgenerily did nof`make e ffective provisions for differe ntiating
. .

instruction,among these threeleyel.le.Teacherrs triedo individualize instruc-

.; .1 ,

tion by altering the depth and compeetiensiNeness. in treatment6. subject-matter.

.

//. /
/

- , ,
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instead of providing content unique to each ability :evel. Most schools were

more concerned with the mechanics of the grouping program than with coordinating

and planning instructional provisions. Alsi, because teachers mostly specialized

in history, they often were not able to provide enrichment experiences in

courses not directly related to history. Students of thrage,ability,

particularly; weregiven little challehge, encouragement, or motivation.

Joekel (1966), in a dissertation study*"parallel to that of Splittgerber,

examined grouping practices in 484 junior high schools. Sixty-eight percent of

'the schools employed grouping in social studies. Few soci,1 tudies tears

differentiated significantly,in the organization, the methods, the materials, the

evaluation techniques, *the content, the group and individUil activities, or th\

audiovisual materials employed far the various abil,ity l,eveis. There wereno
2 ,

significant differences in the background preparatioh of the teachers of grouped

classes; there was little evaluation of-grouping; and supplementary materials

in library and clastroom appeared to be in short supply.

Uphoff (1967) surveyed 100 senior high schools throughout the oction and

found that grouping was practiced in most of the schools. However,few courses

*eared to be specifically designed for the low achiever. Required subjects

were often taught at three levels, with one level being designated for -low

achievers. Elective course's, un-the other hand, were usually onlitaught at one

level and rarely for ,he low achiever. Low achiever sect4ons differed, from other

-sections..of_courses..iii_empbasizing special vocabulary and reading-level materials,

slower pace, leis depth "and more limited range of content, reading development,.

/ fewer pupils per class, teaching techniques aimed at the abilities and intelvsts

of the pupils, and lower expectations for the pupils.

Godwin (1967) and Saunders (1968) both found that less than half of the

elementary teachers in Nebraska practices grouping of students during social

studies instruction. 82

%.
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Larkin (1969) surveyed'administrators, teachers, and students in 13 schools in
- .

Indiana during 1968-69 to learn about'independent study practices. Independent

study opportunities in Indiana Junior high schools appared most frequently in

the "basic skill" areas (English, social studies, mathematics, and science).

Most of the junior high schools that had independent study programs did not use

additional mateirals and equipment extensively. The programs were organized

for a select group of students. Few of the schools supplemented the programs

with large-group and small-group instruction. Decisions in these programs were

made cooperatively by students and teachers.

Draper (1970) studied the advanced placement American history programs in

Illinois secondary schools in 1969. He found, among other things, that resource

individuals, panel discussions,ind simulations were given little consideration

by teachers in these programs.

Skretting and Sundeen's review -(1969) reported that the most commonly used

-

arrangements for fast learners were ability grouping, specialized classes,

enrichdent within regular classes, and advanced placement programs.

Reviewers Johnson, Payette, and Cox (1969) noted a survey of junior and

senior high schools tha, found that three-quarters employed ability grouping and

only 3.6 percent were trying nongraded approaches.

Evaluation Practices. Godwin (1967) surveyed 190 Nebraska elementary teachers

and Pound, among other things, that they were only using a limited number of

evaluation techniques. Saunders (1968) surveyed a different sample of Nebraska

elementary teachers, totalling 216, and found the same thing.

Yoetker (1971) examined social studies test items in six college admissions

examinations. Of the 450 items-examined, 82 percent measured recall or recogni-

tion of knowledge, 18 percent measured reading comprehension, and none attempted

to measure student abilities in the remaiging- (higher) levels-of Bloom's.

taxonomy. The test items dealt'predomitiantly with history and rarely with social
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sciences, were not concerrA with non-Western or contemporary history, and were

not concerned with forms of knowledge such as knowledge'of methOds of inquiry.
,

In sum, Poetker concluded that "admission examinations emphasize low level

conceptual learnings and that the exaijnations F.re inappropriate irl relationship

to the Kinds 4 secondary social studies curricula being recommended by social

studies educators" (Abstract).

Use of Materials. The pair of Nebraska elementary studies mentioned

previously (Godwin 1967 and Saunders 1968) also inquired about use of materials

and equipment. Godwin reported that over one- half'of the 190 teachers,in his

sample never used television; that there appeared to be a shortage of instruc-

tional.media in the classroom;,and that the teachers were only using a limited

number.of media. Saunders reported that the majority of her 216 teachers had

accessito audiovisual equipment and over half of them were using the equipment

to a slu; itial degree., Over half the teachers were using a variety of, .

instrOctional materials, with intermediate-grade'teachers using a wider variety

than primary-grade teachers. Over half the teachers never used eduacational

television pertaining to the social studies.

Kane's (1969) study of contemporary affairs instruction in highschool

social studies classes in Calfiornia determined that teachers made frequent use

of films and filmstrips, as well as a wide variety of newspapers and magaZines,

in teaghinb contemporary affairs.

Reyndlds dissertation (1969 on social studies )ractices in secondary

schools in East Tennessee found extremely limited use of programmed materials,
,

multiple texts, and materials for various reading levels. Most of the 113,
. _ (

teachers said that the new textbdoks that had been adopted were in line"wiih

what they thought ought to be emphasized in the social studies.
n

84 -,
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Kimball (1970) reported the responses of nearly 3,000 juniors and seniors

who completed a queitionnaire in conjunction with taking the American history

and social studies test or the European and world cultures test of the College

Entrance Examination Board in 1965-66. Less than one-fourth of the students

said they had dealt with interpretation of graphs and charts more than a few

times in their courses and students from independent and catholic schools
- -4

reported less experience with these types'of materials than did students from

public schools.. Only a small percentage of students--and these were not from

the public school category -- reported their American history course had not used

a tc::tbook. The students were asked to indicate which text they had used;

their responses indicated a wide diversity,.with no one text predominating,'

although three texts were used by about half the students. Over threerquart(,s

of the students read more than 100 pages in addition to the text anJ over half

read in excess of 500 additional pages. More than one-fifth remembered reading

at least five extra books; one-fifth had not done any additional reading.

Administrative Practices. Johnson, Payette, and Cox (196 ) mentioned one

?study of junior and senior high schools that found that more t an one-quarter

conducted block-time programs, usually composed of language arts and social

studies. Also, the same study found that about 12 percent of the schools used

team teaching in social studies.

Psencik (1970) reported on a 1969 survey of state social studies specialists.

The number of state social studies specialists had increased dramatically since

Title III NDEA funds becare available in the mid-sixties. By 1967 there were

68 elementary and secondary social studies_ specialists in the 50 states and

district of Columbia. This had increased to 77 0 the time of Psencik's

questionnaire. Of the 77 specialists, 67 returned questionnaires.



-72-

Only six states remained without any social studies specialists and one

state had as many as seven. Most states (33) hadonly one. specialist. States

with two or moee.specialists totaled 12; four 'states reported five or more

specialists.

Sixty -two of,the 67 respondents devoted full time to social studies, while

The remaining five divided their time between social studies and other curriculum

areas. Actual supervision typically occupied only a small percentage (eight

percent) cf tt;e sp3cialists' time. Consulting accounted for 32 percent;

administrative duties occupies 13 percent; and the remaining 47 percent vas given

to duties such as curriculum materials development (14 percent), inservice course

development Isix percent), conducting owrkshops (14 percent), developthg bulletins

and newsletters (three percent), working with teacher education institutions

(four percent), textbook adoptions (two percent), and other duties such as

work on NDEA and ESEA projects, evaluation, task force or special assignments,

and testing programs (four percent).

Fifty-five of the respondents had responsibility for grades K-12, ten for

secondary level,.and two, elementary level. Sixty were responsible for their

entire state, while seven were responsible for some portion of their state.

Four were assigned to speci is social science areas, while 63 worked with all

the social science disciplines.

Thirty-three states reported having local district social studies supervi2

sors in at least some districts, and seven reported having none. Fifteen of

the 33 states with local superv)sors reported such personnel were ir. five

percent-Or fewer of their local districts; only four states reported local

specialists in more than 25 percent of their districts.

Psencik also gave data on the educational background and work experience

of state supervisors, as well dS salary levels.

8S
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Practices: f970-75

Types of Instructional Activities. Gross (1977) reported that two

California studies found at teachers said they were using the approaches

associated with the "new social studies," particu:arly "inquiry," "conceptual,"

"broad-field," and "simulation-game" approaches. State specialists'queried by

Gross also reported that teaching styles have been "materially influenced" by

the projects; over three-quarters of them believed this was clearly apparent

at the secondary level and about 60 percent thought their impact had been average

to great at the elementary level. HoyeTr, one of the California studies found

that, "in spite of the fact that the bulk of the high school teachers claimed

that they are employing the methodology of the new social studies, (war. 70

percent of the-sampling admitted little direct teaching of skill development"

(1). 199). Gross comments, "one way or another, at least the te; ninology of the

new social studies has percolated to the teachers. Yet we have c3uflictigg

evidence as to :actual practice" (p. 200). (More hiformation, from Gross

well as other sources, on the impact of the "new social studies" may be found

in Section 4.0.
o

In the fall of 1976, a survey of the 440 self-selectect 'embers of tie

hitionwide'Curriculum Information Network (CIO was'conducted (Morrissett 1977).

The purpose was to learn which of five approaches to the teaching of social

studies was preferred. The five appoaches were described as follows:

1. History as the major and /or integrating focus of study;
emphasis on sound knowledge and understanding of the
past as a guide to good citizenship.

2. Using'experiences of students as the basis for initiating
and guiding their learning experiences; emphasis on the
developmental needs of the learner.

3. Reflective or critical thinking or inquiry; emphasis on the
processes of thinking and on examination of both facts and
values.

4. Using the content And structure of the social sciences;
emphasis on the concepts, generalizations, and modes of
inquiry of the social sciences.

87
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5 Analysis of and active involvement in social and
4, political issues; emphasis on analysis ul acts and.
. values and on taking positions on social issues.

(MorrisSett 1977, p. 206)

The respondents indicated their own order of preference as follows:

Critical thinking: 29% first preference, 32% second preference

Social science: 28% first preference, 23% second preference

History: 20% first prti'erence, 12% second preference

They also indicated what' they thought were the preferences of three social

studies teachers they "knew, best." The order resulting was this:

History: 39% first preference, 19% second preference

Critical thinking: 23% first preference, 26% second preference

Social science: 22% first,preference, 25% second preference

Their opinions of the most frequently used approaches for the nation were the

following:

History: 72% first preference, 12% second preference

Social science: 14% first preference, 35% second preference

Critical thinking: 6% firstcpreference, 24% second preference

Thus, while only 20 percent of respondents indicated history as their first

preference, they believed that over.;0 percent of all social studies' teachers
b

gave first preference to history. All subgroups identified (senicir high teachers,

departMent chairpersOns, junior high teachers, college teachers, consultantt and

supervisors, elementary teachers, and administrators) were in substantial

agreement about the pruvalP'.ce of history as the dominant approach in the nation.

,The summary figures are shown in the table below:
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Table 20

REPORTED PREFERENCES FOR FIVE APPROACHES
ALL RESPCNDENTS

1. History
2. Experience
3. Critical Thinking
4. Social science
5. Involvement

Number of Responses

You Three others ' United States

1° 2 3 1 2 3
_a_

1 2 3

.20%

. 11

29

28
12,

12%
18
32

23

15

RIOT

451

15T
21

18

23

23

39%
8

23

22

8

lq%
17

26

25

13

13%
21

24
23

19

72%
5

6

14

3

12%
16

24'
35

13

9%
17

32

23

19

100% .

521

100%

348

100%

463

100%

458

100%

337

100%
,._

331
0

100%

304

100%

280

(Morissett 1977, p, 207)

National Assessment for Educational Progress's Bicentennidi Survey

(Education for Citizenship : . . 1976) presented some data from a national

sample of 13- and 17-year-olds on practices in their civics classes and schools.

880 of both ages gave positive responses to a question about wnether students

are encouraged to make,up their own minds.

-..r82% of the 13-year-olds and 90% of the 17-year-olds agreed that "teachers ,

try to get students. to speak freely and openly i.n class."

- -75% of the 13-year-olds and 82% of the 17-year-olds felt that students

could feel free to disagree openly with-their teachers.

--85% at'both ages agreed that their teachers respected their opinions and

encouraged them to express them.

--69% of the 13-year-olds and 72% of the 17-yeer-olds said that they

participated in making decisions about school affairs at least sometimes.

--63%-of the 17- year -olds said they had discussions on national, state, and

'local government and politics in their classes at least three or four times

per month, while only 48% of the 13- year -olds said they did.

--61% of the 17-year-olds and 46% of the 13-year-olds said they had'Aiscus-

sions about international politics and global Problems at least three or

four times per month.
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Remy (1972) reported that, of a national though unrepresentative sample of

high school seniors (consisting primarily of middle-class, college-bound students),

22 percent indicated they had had a course in civics and government where, as

part of the course, they wticipated in "real" political and/or community

activities.

Classroom Interaction and Questioning. Surprisingly, only one study on

classroom interaction and no studies on questioning practices were folind for.

this period. The classroom interaction study, however, was one of the more

;nteresting attempts to determine the nature and extent of actual classroom -

practice: Carter (1971) investigated the way in which_ teachers in publi,c schools

were handling explanations of social phenomena. He identified 78 requests for

explanation from tape recordings of social studies classes (the grade levels were
ti

not specified in the abstract). There was an average of .83 requests fDr_expla-

nations per class period. Forty-nine percent of the class periods were withOut

any request for explanation and22 percent of the teachers prodpced 78 percent

of the requested explanations. Three problem areas were identified: "cueing" .

of the explanation (cueing statements not clearly indicate the type of

.:planation desired); completion of explanations (explanations were not completed

in many cases); and testing of explanations (neither explanations offered, by

teachers nor explanations offered by students were challenged).

Grouping. No studies dealing with grouping practices for this perioa- were

'located.
1 g

it

Evaluatibn Practices. No studies of evaluation practices commonly employed

in this period were found.

.
.

Use of Materials. There were several stifdies for this period on
,

the extent
t... $

of use of "new social studies" classrooms, These are reported in the section on

"new soda) studies.",
, fit)
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In addition, an observation made by an editor if a textbook puulishing

house and presumably based on industry sales data is worth noting: "Remember

the widespread talk and prediction about how programmed instruction wes going

to 'revolutionize' education? publishers lost millions of dollars preparing

materials for a market that never materialized." (Edgerton 1969, p. 286).

Administrative Practices. No surveys of administrative practices for this

period were found.

Miscellany. One study on teachers' use of instructional. objectives was

located. Michelli (1972) surveyed 15 teachers of U.S. history infour secondary

schools in New Jersey. He foUnd that only one respondentwas able to provide

evidence that he prepared instructional objectives regularly., _Most of the

s,ample objectives that respondents submitted were statements of content to be

.covered. No behavioral objectives were su mitted. Inservice training, school

policies regarding planning, supervision, and use of planning periods were not

supportive of the teachers' use of instructional objectives and there was

little in the teachers' backgrounds to encourage, their use of objectives.

ts.

Summary Observations

1) Studies on the extent of-use of various practices (for instance, lecture,
small-group discussion, essay tests, tracking, curriculum specialists'
services) are not numerous. We located fewer than 50, most of which were
doctoral dissertations.

2) It can be safely said that we, know very little about what were the most
commonlyused classroom practicei in social studies throughout the U.S. at
any'particular time during the last 20 years. We know virtually nothing
.about commonly'used administrative-practices in the social studies. We can
make very few, if 'any, well-founded statements about.trends over that
period in practices. And, we can make very few claims about hational
patterns. although a few states (such as California and Nebraska) seem to
have been fairly well studied in some time periods.

3) The studies on classivom practices in the social studies that could be
located dealt mainly with the following areas: types of instructional
activities, classroom interaction and questionipg patterns, grouping, .

evaluation, and: use pfmaterials. ,
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4) A number cf surveys of the extent of use of various types of instructional
activities were located for each of the first three periods (six for 1955- .1

59; six for 1960-64; and nine for 1964-69). Almost all of these surveys
focused on specific techniques, such as lecture, discussion, map work,
group projects, field trips, and workbook assignments. Although any

generalization from these divv,sse studies must be considered tentative,
it would appear thatclass discussion wasthemost favdred teaching
technique; that a sizeable proportion of teachers employed multiple
techniques; and that field trips would haVe to be counted among the least
used instructional activities. Lectures were used fairly frequently by
the teachers surveyed; but if those teacheril self-re orts_are-to-be
believed, this technique of instruction-iwas -not-ntar y so pervasive as
professionaLN-thology-wous believe4 On the other hand, the

-enact nature'of the popularly-used discussion technique-is not usually
specifiedin'the studies, but there is some reason to believe that such
discuisions were-largely tiacher-centered.

5) The studies on extent of use of instructional activities during the most
recent period (1970-75) are quite different from the earlier surveys
(except for one survey in 1969). Rather than askirg respondents about

use of discrete techniques in isolation,the more recent studies seek

information of a more global nature--about preferred."approaches" to*the
'teaching of social studies. -These surveys have been shaped bythe "new
social studies" and are primarily concerned with,,whether teachers are'Using
the whole constellation of techniques, philosophy, and content associated
with the "new social studies.' The findings, however, are not clear.
Cerpinly, they do not yield information that can be compared with the
eartier "technique" studies.to show us trends. -

`6) The surveys of extent of use of types of instructional activities typically
employed written questionnaires and sometimeS'interviews, but not observa-

tional techniques. All called-for self-reports of teachers, or, in a very.

, few' cases,, estimates of teachers' practices by supervisors or others.

7) There have been, on the other hand, some observational studies of patterns
of classroom interaction and questioning in the social studies. Unfortu-

nately, these are very few and were conducted almost wholly during 1965-

69. None were located for the two earliest periods. Generalization from

these studies is not appropriate at tlfs ppint.

8) SurveA of grouping practices in social studies were rather popular during
the period 1965-69. These studies fodused on what has been called

"tracking," that is assigning students to.separate classes depending'on

level of ability. Hardly any attention has been, given to grouping prac-,

tices within single classrooms. The groupingstUdies have generally
found that the major differences among various levels or tracks are in

the amount and depth of content covered and the reading level of materials

used.

9) Several studies surveying evaluation practices have been conducted over

the last 20 years. These surveys generally show that socialstudies
teachers are not sophisticated about evaluation; do not like iti("wish

it would go away"); are generally quite:mninventive in regard to evalua-

tion, using only a limited number of techniques (objective and essay
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tests, participation in class discussion, and student papers); and tend
to ignore all but content objectives in evaluation of students.

10) Most surveys of classroom instructional practices in the three early
periods asked about the kinds bf materials (and sometimes equipment) used
by social studies teachers. These studies were concerned about the varie-
ties of formats of materials used (that is, use of newspapers, film-strips,
nosvels,Imapsand globes,, transparencies, and the like, in addition to the

-----Thasic textbook). Although the results of these earlier surveys are mixed,
it would appear that only about a quarter of social studies teachers used
a wide variety of materials to supplemeht the _text.

_

-11) In the most recent period,, several studies fqcusing exclusively on
materials usage have been conducted. However, instead of surveying the
use of various formats of materials, these studies have explored the use
of specific curriculum packers associated with the "new octal studies."

These packages usually contained a wide variety of materia integrated
into a coordinated Obgram. The surveys indicate' that, overall,' the' "new ,A
social studies" materials are not in wide use, although it should be kept
in. mind that wilaz: constitutes "wide use" is open to. debate: There have
been.no tecent surveys comparable to the earlier ones, focusing on ,ytar,iety
of formats of materials employed in'social studies 7instruclion.

12) The 'literature. surveying administrative practices, such as _scheduling,
support services from curriculum specialists,_and released- time for
teachers, is quite spotty and no generalizations are possible.

.24
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1.4 The State of Social Studies Curriculum MateriaTs,

This section'examines the state of curriculum materials for the

social studies during the 20 -year period under study, 1955-1975. It .

'

is largely based on content analyses of social stu'dies textUooks
"

and curriculum packages, K-12, done during that:period. (The few.

availaPle analyses of supplementary,materials,such as simulations/.

.

games, media kits, and readirgs books have been excluded,tince the ."

. . :

intent was to-ottain a picture of the core of What was 6eing;conveyed

Through materials.)

/
A total of 161 studies.arialyring/the content

,....:
materials was found. ,("Content analysiS" is used 16 the loose.

N
_

, sense and includes .not only,quantitative stuatet':utihg,word'Ad.sP4F,
. . 0

and'counts but also less precise, though still,systeatiqefeviews and

. -.- i

comparisons of materials,) This is a considerable number.Of stddje'S, J.
-

1

especially compared.to the limited amount of_attention, other area of' '." . '
, .

. ,

concern to s laistudik
/
educators (such-las-experimental reseauft ,i

.....
.

lv
..-

. _.

on inquiry methods'Ind 'SUry'surveys Of,theitate of,xldssroom practices) J

i

havereceil)edi Some have-critf.cized, whai-appears.to thaittibe a

Pd

,
relatively f itlesg-apd c.ertainly excessive fixation on analysit",of

.

.... ...- - .

texts (forinStance,- Metcalf 1963). 'However, there are aiAeast two

good 1.easons for devoting at least some effort.to surveying thepontent

of social studies materials.
.

First, what is contained in textbooks is thought,to be a prime

determinant and indicator "of what gets taught Ito students ani-ho' it

is taught. For instahcerDavison-et al. (1975) stated, "Researc
. .

.shows that approximately 80 percent of .all cut;ricirlar decisions are madd
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.4 If 'k7

on the ic,Asis of a, text" (p.!.-32): Ifortuahiely, they do not give a

reference folethis, rapier dramatic claim, so' we cannot. judge its.
. .

validity. Nevertheless, the belief in the-centrality:of 'the2textbook
_

. -

is echoed by many other social studies'eudatorelband it hAlof
.,

stretching.cre Olity to assume that the contents of textbooks are
. . .

it least a major-A termeinant of what kescented to learners. Thus,

an examinatilin\Of.con,:ent will 'give us strom:IKetations of what
t .

.7'-----studenis:areitaught acrots.the nnalfb'
, f

,A second reason for analyzing the-contents of textbooks is to

systematize.information about 4dual texts in a way that facilitates
t

o '
2 N, coMparisohand selection for case. (That is,clear p-eesebtations of

, .

i , \ r ',, ,,,-

systematic lnformationabout iyai able texts aid district personnel
1

. 4 "'", .
. .-.

in-choosing;materials appropriate for their situations : This' type of
,

. -

O
P

analysis results in an end-product someviba different from analysis
- ;

designed tOlaccomOish tile 'goal mentioned 1m the preyiOUS paragraph.

In, ihe,firsti ty0,e'of.ana4ysis,. the object:ii to generalize across
.62 11 .1 .

,
4 N ,

. many materiaTs characterizing the whole; whereas in thts(second kind

of analysis" the object is to differentiate. Also, it the first typeI

-Usually a few dimensions are chosen fat close analysis;of analysis,
, r

whfle in the second type, many dimensi nd (including information abut, .

4. I

prices and the like asmell as-about contentYare analyzed. .
. , .

Althougli.NSF s interest Here is. in the first type- of analsi/

.

a number of the second type have been included since theyo co

relevant infOrmation and some have attempted in at least limited

tain

wayl to present, generalizations about materials..

.

.
*4.
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The discussion that f011ows is divided into two parts. The first part

is a set of four tables. ,Tables 21-23 summarize important aspects of Appendix

Table A -5, the basic data source of an overview uf the 161 content analyses.

Table A-5 breaks down the 161 studies by topics analyzed and by time period.

For each study, the author, Trting_foitmatAe-g-,_dissertation, journal

article, monograph),date, type(s) of text(s) examined, number of texts 'examined,

and grad level(s) are given. The summary tables (21-23) give total numbers

by perji Wor reporting format (dissertation vs. other forms), grade level, and

topic, Oalyzed.

The second part of the discussion examines 'n detail the analysis
a

topic of particular interest to NSF: the treatment of social science

content and,methods in K-12 social studies curriculum materials. In

this part, the findings of 43 studies are summarized. fIt should be

noted that social science content and methods appears to be one of

the three most-analyzed aspects of social studies materials, along

With the categories of treatment of minorities and treatment of specifi,.

concepts and themes.

Before proceeding to the two major parts of this review section,

mention should be be made of-a few other matters relevant to the state

of curriculumsurriculikiiiiirials. First, information'on,the 9xtent of use of

various kinds of materials - -which might logically have been presented

in this section - -is treated in two other sections of this report:

subsection onthe state of instructional and administrative

practices (1.:3)'and the section on the "new social studies" (4.0).

Second, it has been claimed that there has been a great increase

in the variety of materials available for use in social studies over

the last decade or so--variety of media variety of content, and

variety of instructional approach. It has been suggested, for instance,

9.6
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tet-prior to the intervention of the federal government with ftihding for "new

social studies" projects, the idea of local'control was virtually a myth; ,

textbooks of different.publishers for'any givep grade level were quite similar;

but the "new social studies" (together with other factorspossibly) broke this

homogeneity and now, in fact, the problem is curriculum fragmentation and be-
.

wilderment over the coufusing array of materials from which to choose.

Unfortunately, we have found abso*tely no "hard data" (or even any "soft

data" other than vague, impressionOto substantiate the claim that there is

actually greater variety,now." However, neither have we found data showing

there has not beem an increase in variety.

Third, a number of articles have been written on the state of the social

studies textbook publishing industry. While interesting, these articles do

not contribute much systematic data to help us understand why social studies

materials are the way they are. They are, however, a good source of testable

hypotheses and_should be consulted by anyone planning to study the role of the

publishing industry in social studies education. (A good starting point would

be the articles appearing in the March 1969 issue of.Social Education.)
No

Finally,'informdtiorron money--amoiints available to di.ti4icts for purchase

of social studies texts, costs of development and production for publishers

and projects--would be useful; but'it is very hard to dig out, especially for

social studies alone, What few tidbits I found were scattered hither and

thither in a number of articles.'

Sources

The 161 studies on which this section is baied were identified through

the following sources:
f .

manual search of the Education Index, June 1955 through June 160
(The Index was not searched beyond June 1970, since by that time

e-

*



- -

,!

44-

ERIC/ChESS had been established and
other types of literature in 'social

computer search of the ERIC system,
Journals in Education and Resources
present

was covering both journal and
studies, education.)

including both Current to

in Education, from 1966 to

-- computer search of'Dissettation Abstracts, since 1973

-- manual search of three comprehensive compilations of social studies
dissertations, covering period 1955 through 1973 (McPhie 1964; Gross
and De. La Cruz 1971; Chapin 1974)

computer search'of Sociological Abstracts, 1955 to present

computer search of Psychological Abstracts, 1955 to present

search of a bibliography of research and commentary on textbooks
(Finkelstein etal.1969),

search of a thapter of a book reviewing research on curriculum
materials (Palmer 1965)

search of all comprehensive reviews of reseatch in eocial studies
since 1955, particularly that of Ehman (1,977)

search of several SSEC and ERIC/CKESS state-bf-the-art papers on
the precollege teaching of the social science disciplines.

Documentation and Discussion

Overview .,of 147 Content Analyses

The following tables present'an,overall picture-of the kinds of content

/-analyses that have, been done withsocial studies curriculum materials over the

last two decades. Table 21 summarizes the number and type of analyses. Table

22 summarizes the grade levels'of materials on whiCh analyses were done.

0

Table-23 summarizes the various aspects of materials that were analyzed (eTt.,

treatment of minorities, treatment of social science content). In Appendix '4

Table A-5, the master table, 1s listed all the materials analyses done in the

period 1955-1975 and their key characteristics are given.
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Table 21

Total umber of

Summary: Number and Type of Studies

1975-76 Total1955..59. 1960-64 1965-69 1970-74-

Stu es 16 24 49 56 15* .161

Number of
Dissertations 9 10 21 25 2 . 67

Dissertations as ,

Percent of'Total 56% 40% R 43% 45% 41% .42%

0

ry

Table 22

er.

O

:-Summary: Grade Levels**
.

1970-74 1975-76;

'

Total,

,

1955-59 1960-64 1965-69

Elementary` (K-6) 8 9 19 24
t.

10 70

Jr. High (7-9) 3
.

14 19 9 . 50.

Sr. High (10-12)
.

5 . 8 21
.

35, 10 79''

Not Known 1 11 8 6, 0 26

S

a ,9
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Tabl e 23

s
Summary: Aspects Analyzed ***

1955-59 1960-64 1965-69 1970-74 1975-76 Total

Social Science 4

General 2

Anthropology 0

Economics U

Geography '2

Political Science 0

Psychology 0

Sociology 0

(Subtotal 46)****

Specific Concepts
and Themes 6

History 0

Epistemology and
Learning Theoty 1 0 6 1 0 8

Social Studies- -

Unspecified or
General ° 0

7 14

' 0 3

0

4

1

5

1

2

1

..2

0

1

1

13

2;
1

6
0

5 43****

O 8

2
.

2 8

O 5

1 9

O 3
O 3

6 , 10 13 3 38

3 4 2 0 9

Minorities

Foreign Areas

Objectives'

I'll'ustrations, etc.

. Readability

Multiple Aspects 0

Unclear 0

0

1

0

0
Lit

3

0 3, 1° 0 4

7 .0 16 3 36

2 3 4 , 4 14 .

1 1 2 0 4

1 1 1 0. 3

2 2 2 0 9

0 0 . 4 1* 5 .

0 0 1
e

0 1

\

,

*These figures do not include the SSEC Data Book, which continues to publish
analyses every six months. The Data Book is counted only once, in the period
1970-74, in which it first appeared (1971).

V4

**Some studies are counted at more than one level since they crossed levels.
Hence the jotal column adds up to more than 161.

***Some studies are counted in more than one category since they analyzed more than
one aspect. This was done for studies that analyzed a few discrete aspects, such
as "Illustrations" and "Social Studies Content." Studies attempting comprehen-

. sive 'analyses of many aspects -- including content, objectives, and teaching
stratggidand without emphasizing one over the others are, on the other hand,
count4a_thly under "Multiple Aspects."

* *' *The total of 43 studies on social science does not match the total of 46 shown
for the discipline breakdowns since some. studies are counted in mop than one
discipline (e.g., two studies dealt both with psychology and sociology).

: 9

100

a
9



-87-
,

4

t.

Anailles of Social'Science Content and Social Science Methodology.
4

In the following pages, the 43 studies analyzing treatment of social

science content and metliods irisociif studies curriculum materials'are

described: First studies dealing with treatmentof social science in general

are discussed and then studies focusing on specific disciplines are discussed,

one discipline at a time.

Studies.Analyzing Social Science Content and Methodology in General. Seven

-studies reporting the results of analyses of soclal science content in general

(as distinguished from content of one or a few specific social sciences) were

identified.

Four of these dealt with elementary mcial studies textbooks. Two

were reports of the same piece of research. ,All judged that coverage of

social science contentdin two cases, generalizations; in gne; content)

was inadequate, both in quantity and quality, and all noted that the amount

and quality of coverage varied greatly from one text to another.

Dimitrdff's dissertation (1158) and subsequent article reporting her

dissertation study (1961) examined 30 texts for grades four throughosix.

She conducted textual analysis to determine the amount and'quality'of

coverage of the following 15 generalizations, which were derived by a

jury of scholars:

-1) The foundations of successful human relations are freedom of
worship along with justice before the law, equality of .

opportunity for self=realizetion-, together*ith economic.advence-
ment, and in addition, liberty of movement, unhindered inquiry
as well as unrestricted communication- -all of these withim the

limitations of law, national security,.and decency..'

2) Civilization is partly dependent upon the conservation and
development of human' and natural resources.

3) Family living should contribute to a mature personality--the
expression of the quality of emotional, mental, physical and
social experience, reconstructed and integrated into his being.

101
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.

4') Essential to the welfare of.a dynamic, emergent democracy s

significant participation of the individual in community and '

'national citizenship. '

5)* Th#.1ag in the'development and utilization of social inventions
as' compared with the widespread use of technical discoveries
is a threat to human existence, .

6) The direction of hUman affairs stems partly from the interaction
among the individuals and groups.

7) In pars a peaceful world depends uponhe toleration of
conflicting ideologies, each w &thin its separate sphere.

) The danger of devastating wars--wasteful of=life, property, and

other resources--necessitates an international organization to
adjust disputes arising put of conflicting interests.

9) Interdependence of population and the wise use'of resources
which they share increase with the advancement of_science.

10) *Growth of population has resulted from utilizing'science to
\;,!' increase longevity As well as to control and ameliorate disasters.

. .

11) Science and technology have diitinctly modified manes efficiency
to utiliie the rescurces of the earth and the significance of*.
climate.

12) Since people must live under varied natura1.circumstances,
human survival normally depends upon developing and adapting'.
behavior to suit given environments.

6 13) Physical and cultural diversities have, in part, occasioned
.great economic, political, and social, issues of modern. times.

14) Discoveries and inventions must be shared in the interests,of
optimum human well-being.,

15). Technological advancement increases man's 6pportunities for
recreatiok 'and creative expression.

6

(Dimitroff 1961, pp. 135:16)

Generalization.#11 receiyed the greatest amount of attention in the 30

texts aria #13 received the least. There were no significant differences

o
in coverage among fused social studies, history, and geography-texts.

()lily three of,the 30 textbooks were judged adequate, using the criteria

established by an earlier study of Canadian and U.S. texts. These three

gave from 11 to 14 percent of their total space (both words and illustrations) \'

10.4
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;to the generalizations. Non-text space.(tllustrations) devoted to the

generalizations exceeded by far the text ( word). space given to the

generalizations.

Chew's dissertation (1966) examined 19 second -grade social studjes

texts to determine whether they provided adequate coverage of the social

science generalizations included in the 1962 California SocCal Studies

FAmework. (The generalizations were npt listed in her abstract.) She

found that some texts gage up to 75. percent of total tat (Word.) space and
.

93 percent of total nontext (illustration) space. Five of the 19 gave no.
,

space to and generalization. History generalizations (which she apparently

included as social science generalizations) received the most 4ttention

and there was no attention at all to generalizations from philosophy.

Chew also examined cognitive levels, folloWing Bloom's taxonomy,. All but

one book had at least 50 percent of the content at the knowledge level,

leaving, of course, less than 50 percent of space for higher cognitive

levels.

Israel's dissertation (1970) reported on) study of fused social

studies texts for grades four through six. The exact number of books

examined was not mentioned in the abstrvt. She used John 'Jarolimek's

list of "Organizing Ideas from the Disciplines" (0 citation or list

given in her abstract) as the source of social science concepts for

examination. All,his geography concepts were included in"the books; two

of his sociology concepts were entirely absent; and four other concepts

received only minimal mention. Except for geography, the development of

social-science concepts was judged inadequate. The social science

disciplines were ranked according to amount of attnetion received, from

greatest to least: geography, history,.anthropology, economics, political

science:and sociology.
0
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Of the three studies on secondary textbooks, one examined social

science content and provisions for inquiry in American history texts and 2"

two dealt with social science content in llth-grade American history

textbooks. In the case of the latter two, the later study was explicitly' $

designed as a follow-up to the first, to see what impact, if any the

"new social studies" had had.

Palmer (1967) examined five high school American history textbooks,

selected becaute of their nationwide sales volume. He began his report

on his f'indings by noting that at leatt one conclusion was beyond dispute--

"American* history textbooks are today very large and heavy! (p. A37).

His other findings included the following:

1) American history textbooks were organized according to chronological
sequence and, within that, content was organized, under ,descrtptive
topic headings. Primary attention was given to What happened, with
the prevailing style being narrative.

Most authors did not express any intention of promoting student
:inquiry; one team of authors that did express such an in..nitioh did
not follow through with it in the text. Sometimes, however, the
end-of-chapter teaching aids did hold potential for encouraging
inquiry;.but, again, in most cases, the material in the text aid.Rot
suppOrt any extended examination of issues. Since the teacher had,
therefore, to find outside materials, it was not likely much-of the
potential for inquiry would materialize.

R'

3)
.

Authors tended to present cause '-event- consequence sequences as
purely factual accounts--THE history of the U.S.--without mentioning'
conflicting viewpoints, explanatory'hypotheses, analyses, and
interpretations that might be explored ih relation. to the topic.

4) There was 4/reluctance of authors to state their assumptions and
purposes. There were inadequate theoretical frameworks in all five
texts.

5) There was little explicit social; political, or economic analysis
as distinct from htstorical description, although there was much
material that illustrated social science concepts and generaliza-
tions contained,in.,the texts. Social science knOwkdge was not
explicitly discussed in the texts. Explanations and implications
of social science concepts that were. introduced were rare.

Ratcliffe's dissertation (1966) examined six 11th grade American history

textbooks that publishers judged to represent from 75 to 94 perceht of the

104
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total market. Eighty-nine terms, signifying the "representative ideas" of

social sciences, mere ustd in the analysis. Ttiese were derived.from

/ ,review of the significant works in the disciplines and-the ratings of a panel.

of scholars. The final list Of139 terms Showed the Clear relationships among.

the social science disciplines: ohly'14 were not idelitified:as.basic to two

or more fields; 11 were identified as representative ideas.in five fields;

(0.

anrfive terms; in all six fields. (The6.six fields weie politftal science,

economics, geography, sociology, social psychology, and cultural anthropology.)

Ofthe total 30,603 mentions of the 89terms in the six texts, only 156 usages
.

encompassed more than mere mention of the terms.° Thirty-one terms, were

virtually:or.actually ignored in the texts. Twenty7eight received Vequate

/
quantitative coverage. Political and ecd#omic terms received significantly

greater quantitative treatment than others.. For 45 terms, there were no

explicit attempts by authori to explain, define; or'otherwise clarify. Of

the 44 terms receiving any qualitative treatment at all, only 2.0-received such

ih moire than one. of,the six books. Only\one term, inflation, received

qualitative treatment in all six books. Overall, the attention given

these Tepresentative ideas of the social sciences wasjudged inadequate.

Brufke (1972) specificallydesigned his dissertatio9 study as a

follow up to Ratcliqe's: He'used three Americamtistory texts that were ,

revised versions of texts used by Ratcliffe and three American history

texts produced by the "new social studies" 'projects. He pared the Ratcliffe

list of 89 terms'down to 76. He ,found that all but two of'the terms

were treated quantitatively and two-thirds of the'76 were treated* qualitatively

in the texts. However, according to .hi1 abstract, ''the qualitative treatment

of representative terms ndiii not increase numerically to any great degree...",

It is not quite clearwhat this statement means, in light of the findinj
o

that two-thirds were treated qualitatively, an increase over qualitative

1 Ofj' O
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treatment found jy Ratcliffe. Brufke contruded that we still needed to

improve tq treatment of social.science ideas intexts.

Studies Analyzing Geography Content. Two studies were done at the
o

elementary level and three at the secondary level analyzing geographic

content in textbooks.

A certain amount ofs"disciplinary imperialism" can be detectedin the

two elementary studies, for inaspite of somewhat positive findings in

regard to the coverage of geographic content in texts,, the authors urge-
- ,

more attention be'gi;/en to the distinct identity of.the discipline. .

A 1955 article by Haslem examined four sixth-grade textsto determine

lif the trend towarfusion (integration of hittbry and geographyrhad had

a detrimental effect on the amount and kind of geography portrayed. She

z.

found that the percentagof textdevoted to geographic.mater4a1 ranged.

from 15.67 in one text to: 40.29 in another. All four books emphasized primarily

political and:economiE geography and "the. Human factor" (the latter went undej

,fined).' Although she concluded that the four texts, overall,.did a splendid
\ . .

job of integrating:the disciplines, she stated that "it is.:absolutely

necessary that geography keep its identity and at noMme lose it by juit being

a 'backdrop' for the drama,tf 'history' or any other subject!" (p. 453)

'Mensoian (1962),compared eight series of'elementary (4-6) geography and

fused social studies texts to determine the relative emphasis given to the

"geographic-point of view."' Not surprisingly, 'he found-that "the geography

textbooks at both grade levels consistently placed significantly greater ,

zmohasis upon the factors identifying the ,geographic point of view"

(abs)..:-act). Spepifically, geography texts placed greater emphasis pn the .

,

integration of maps with textual material, the use of questions based on

maps, the use of maps, the use of pictures depicting contemporary conditions .

and situations,. the use of maps stressing curreqt,data; the use of physical

1 OC
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and/or ecOnOmic maps, the integration of physical anckeconamic maps with
, .' :.

.

textual material, the use of pictures showfhg man -land relaponships, ,t, ',
t ..- .

1
Content stressjng contembbrarxrelatfonships, andeontent organized on

:: '

a regional basis stressing physical.:and-land rlationshps: He
.

. L e
....

:"- M

concluded that it T important'io have separate'text organizetatcording
_ ...: .

to the geographic pojnt"-of view. 1.
,r,

, ... ---
,

,
.

,
.:

yr

One' of the's-, econdary studies compared geographic content iplhistory
, :.

and geography texts; a second' inquiry approaahes and ve8iraphic

,content in.geography-texts; and the.third tiamined..trends-in content of
,

.

economic geOraphy texts over a 65-Aar periOd.

d

.

.

Langhansi- dissertation (1961)-exami4d the coverage of'specific

geographicgeneralizati* (which were not listed in the abstract) in. .

world history, American history, and geography texts for grades seven
.

.

.
1

through 12.:Forty-three texts were used in the study. ',It was fouhd that .

, . ,.
4 ...

world ,history texts act not Jridlude'dihact references to the:gederPizatfabs,' -

.,. ' a. i. '.4 '

-American history texts includedireCi references.primarfly-tb social.' .

/
le

a
.. .

eography gerierallzations, and tentof the 12 §eography texts inclirded;,

direct references to all of the generalizations. Implied references.p

(
the generalizations were found-ft all-texts, though most extensively in

geography texts and least extensively in world ,history texts: Physical

geographpgeneralization's were not stressed in the -world and American
1.,

history texts. Questions and project suggestions in all three kinds of

texts relied primirily oh memorization related to location and resources.
'

In all, the coverage of geogr4hic generalizations- in..history texts was

judged `inadequate. .....

.
, a .,

Greco (1967) found.thnine high school geography texts thathe ',

examined to be of uneven quality. Ahlong his findings were the following:

10.E
I
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\.91) One of tke most striking, characteristics of.-current texts in

Ageograp4, was their ample use of illustrations, including full-
, color illustrations.. sometimes the choice of illustrations

seemed-to have little to do with the content under discussion.

e

2) The majority of the texts followed a reqional'oitaniiatiiin; usually
- with a few introductory chapters dealing with topical concerns.

Two followed a'topica7 organization.
.

. . . . .

2) Examples:of "open-structured" materials, presentedNsets.,orunconnected
but connectableAdeas,and data in order tb elicit student.inquity
intd relations; were few. One often found, instead, a."lbipourri
of uncoordinated detail masquerading as a scientific explanation"

(O. 258).
. ,i

.4

4 . ' ..

4) Overall, the textsireviewe contained. materials supporting their ..

authors' overall cdnceptual frameworks--"perhapt because texts on

' world geography tend to be.s all- encompa'ssing'; (p. 259),. '.
, - , .0.

5) A number of texts preented controversial material in
.

a vapid, .

t

antiseptic manner. A .
.

(

. 'I

4 16) Six of the nine texts presentedideas of soCial'import ond a wide
,

-1...;.

range of_material. . " .e... . -.
.

.

.

- .

, . .

i7) Texts with an economic geography focus showed the least tendency to
r

. apply a multidisciplinary approach: ,

.
- - -.

.
i

) Only four of the texts were judged to be consistently accurate. ! 1
. .

Others contained ambiguities, statements that contradicted common.

sense, contradictions between text and graphic : ,',.rials, and inter;

,nal contradictions witninthetext.
. - 'a

0 ''.
. .\ I t ,

There were -fig instances in which students were asked to evaluate':

propositionsin textual materials. This element of critical thinking

, Was relegated to the pd-Of-chapteractivities. No direction about

evaluation techniques.was given.

40,

Cadugan's ?issertationA1958) damined the changes in content of '

economic geography texts for the secondary level:from 1691 (through 1956.

Thirty-four texts wei-e.used. He found that there was a general consensus

about the common areas.of content in the field; most authors presented

information on topography, climate, resources, commerce',-and population.

/

The authors _ended to favor the regional-commodity,or purely regio nal

sapproach..to the subject. Usually tOre was a regional treatment, Of the .

and a commodity basis for introductiolto the other nations of the

world: Three definite patterns appeared. First, "economic geography has

. .108
/

0

.1

1



1

5 -95-

moved from an encyclopedic presentation of material to a more comprehensive

bbt thought-provoking exposition." Second, authors haiie become more

concerned with the quality and quantity of the teaching aids included

in the texts. Finally, "the subject of economic geography has appeared

to assume more responsibility for a definite contribution towards the

development of the Sbcial and cultural ideals and attitudes of th\e\American

high'school student." (Abstract) .\\

Studies Analyzing Economics Content. A total of 13 studies analyzing

economic content of textbooks were identified.

% Of these; only three fused on the elementary level. Two of these

( Davison

ti

et al. 1973 and Davis 1977) are discussed laterin this segment,

in conjunction with,related secondary analyses: A third eleMentary study

was done by Davison et al. -(1975); at the University of Iowa. Five series

ofelementary4social*studies texts were examined.

a 1973 study by the same group, which we were unabl

(This study follows up

e to.14ate. .Thatistudy

examined ten textbook series.) The 1975 report is quite thorough and

, detailed. Anonepart, the major economic .concepts typically found in

textbooks for-the primary.grades (1-4) were identified. These were:

"the basic economic problem--scarcity," under which were subsumed the

concepts wants, income, choice making, and opportunity cost;,"economic

processf" under which were, subsumed the concepts liMited resources,

production, "puts, consumption, and want satisfaction; and "common

characteristics of the economic process," under which were subsumed the

concepts specialization, exchange, money, and interdependence. Inter-
.

mediate-grade (5-6) textbooks typically dealt,Witti the following concepts:
.

"economic systems;" undet which were subsumed the concepts tradition;

command, and market; "Mixed economy,' under which were subsumed the

anceptp scarcity (wants-resource gap), role of prices,,price,determination,

, ,YOB, .

,
.e . ; .

.,--e
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,"
and government and the market; a nd "economic growth," under which were

subsumed the concepts wants, resources, scarcity, choice making, and

opportunity cost. In addition, some of the concepts taught at the primary

level continued to be handled in grades five and six. The third part of the

report dealt with teaching strategies, which were defined to include three

areas of analysis: objectives, suggested activities, and evaluation methods.

Although weaknesses were identified in all three areas, evaluation methods

were provided for least well in the texts. Overall findings included the

following:

1), Aore.economic content wasincluded in the five series examined,
published between 1971 and 1974, than was covered -in the typical
social studies text series published:before the'mid-1960s.

2)" The extent and quality of treatment, however., did not compare
favorably with some of the series examined in the first report (the
report, we were able to locate). Earlier-texts gave better treatment.
of basic concepts (scarcity, choice making, and opportunity, ,cost)
that were omitted or inadequately developed-in the newer hooks.

'Some teacher's guides of the newer books gave less guidance on what
economic concepts would be covered. Other teacher's' guides identi-
fied concepts butattempted to treat them in a geographical. or
historical setting, which "generally results in a presentation
which is at best fragmented and disjointed" (p.'31). The "integra-
tive" (earlier called "fused") approach.of these texts did not appear
to allow for adequate systematic development of economic,concepts.

4) There was a tendency to label concepts as economic but treat them in
a conventional manner; hence, the focus was often on'concepts or
dimensions that economists would consider trivial.

) Authors did '1- re1 define'terms carefully, ignored important dimensions
of concepts, and rarely developed relationships among concepts.

6) More economic content, treated in a more systematic manner, was
included in texts for grades one and two than, texts for grades'three
and above. There seemed to be"no conscientious effort to use the
concepts introduced ,in the early grades as building blocks on which
material in later grades was based. 'Topics covered in the upper
grades, such as economic growth; were not dealt with in a framework
of scarcity (wants- resource bap).

The ten studies dealing With secondary-level materials covered more than

a decade, from 1963 to 1977; and several of the later studies built on the

seminal effort by AEA in 1963, thus providing solid trend data.

Y10
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In 1963, the Special Textbook Study Committee of the Committee on

Economic Education of the AEA published its repok on an examination of

the economic content in high schoOl social studies texts. Twenty -four

texts were examined, eight each in the three course areas of economics,

social problems, and U. S. history. Four 'in each area were ranked by

publiShers,as the leaders in sales volume for the course and four others

o

were-, selected without regard to sales. The task of reviewing the books

was'divided among the 13 economists on the committee. The general evaluative

, criteria they used were:

1) The principal objective of high school education in economics
should be good citizenship, not the preparation of students.for
a college major in economics..

2) Economics is a social science and emphasis should be plrd on
the interdependence of decision-makers and the operation of
economic systeMs, not.on the solution of problems of the
individual.

3) The economic understanding sought should concern vital matters,
*not trivia; and the coVerate of these should be balanced, includ-
ing4as examples) macro- and microeconomics, the generation'gf
change in a syltem as well as its static operation, and inter-
national as well as domestic problems.

4) The approach to'economic matters should be essentially
analytical, though larded heavily with factual and descriptive
material.on economic institutions and.their development.

5) The nature 'of value judgments should be explained; whenever -

relevant'they should be identified; and the role they play in
shaping economic systems, pllicies, and controversies should
be clearly stated. Controverpial issues should not be avoided,
but used to stimulate interestcand to distinguish between facts,
value judgments, and impartial analysis as these apply to vital
-matters: s

6) Factual and analytical errors shOuld be kept to a minimum.

(p. vii)

Overall, the committee concluded that'the high school students whose

knowledge Of.economics has been acquired through courses circumscribed

by the textbooks principally used in . . . social studies courses
. .

4
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would be quite unprepared to cope understandingly with most problems of

economic public policy" (p. ix). Their general conclusions may be summarized

>4 as follows:

1) Most texts were oriented around the individual. Much space was
devoted to "how-to-do-it" consumer education. There was often
little space left for/society. "How an economic system operates is
seldom a topic for analysis; the sensitivity of markets and the role
of=prices, profits, and wages in the allocation of resources are
only occasionally paid even lip service; and where economics topics
are considered, the emphasis it frequently on how they affect 'you'"
(p. ix). Emphasis on the individual was particularly chaacter-
istic of the texts written specifically for economics courses and
was least characteristic of U.S. history texts.

4

2) 'Among the significant topics omitted were the aggregative or macro
approach; determinants of economic growth and policies designed to
promote it; fiscal policy;, role of, the Federal Reserve System;
policies related to:employment, growth, and stability; economic
functions and consequences of federal, state and local govern-
ments; effects of taxation and expenditures on resource allocation;
unemployment, and income distribution and the institutional frame-
work in which such decisions are made; technological change;
product differenfiation and nonprice competttion;;.productivitk;
welfare;-economic-role of-flexible-relative_prices;_and_comparative
advantage and comparative economic systems. Ommission of some other
topics, such as marginal analysis, thedry of the firm, and theory
of demand, was probably appropriate forhigh school texts.. However,

unwarranted weight was given to other topics of less-significance,
such as consumer economics and cooperativeS, conservation, social
security; and housing.

3) Routine description dbminated analysis. High school graduates
should know some basic factual materials, "but it is at least doubt-
ful whether they should be induced to memorize details about the
routine operation of banks, miles of track, specific provisions of
currency legislation and tariff acts, provision for slum clearance,
and qualifications for membership on the National LaborRelatibns
Board" (p. x-A). The "what" was given in detail while the "why"
was ignored.

4) Value,judgments were seldom identified or examined. Controversies

were seldom analyzed. In dealing with policy matters, here was
little effort to distinguish among facts, analytic conclusions, and

value judgments. ,

5) Presentations were marred by some factual and analytical errors.
All texts contained errors of fact, but not to the point of distor-
tion. Analytical errors; including introduction of unsupported
conclusions and superficial analysis, were more'serious problems.

6) The texts did contain some redeeming features.. The treatment of some
aspects of economics, such as the role of international trade. the
farm problem, big business, and labor problems, was acceptable.

112
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Tullock and Johnson (1966) examined nine of the economics textbooks

previously reviewed by the AEA Task Force. They concluded that the new

editions were not significant imprOvments over the earlier versions, though

some changes had been made. .Macro-analysis was not as well develdped in

these texts as was micro-analysis. The inclusion of consumer economics in

the books reduced the amount of time and space that could be devpted to

teaching economic theory and aulysis. (Reported in Metcalf and Rader 1967)

Metcalf and Rader (1967) reviewed three economics texts for high school

to determine if there had been any improvement since the American Economic

Association's Task Force report on economics texts in/the early sixties.

The 66 concepts used by the Task Forces guided Metcalf and Rader's examination.

They found that nearly all the concepts and majlir institutions were dealt

with in the three texts, indicating a marked improvement over the Task Force

study. Two imii6i-tant concept& from the AEA study, havever were not discussed

in the three books: the equation of exchange (MV=PQ) and opportunity cost.,

A third concept, not listed as basic by the Task Force, but considered so in

another study,was comparative advantage; this saisept.was discussed only

briefly in the texts, if at all. The emphasis on analysis had increased,

although descriptive chapters still remained in all texts. One major

"stumbling block to improvment" was the continued inclusion of consumer

economics material. Also, most texts continued to include a chapter on the

forms and functions of business (owning a business and the like). The texts

rarely encouraged'student inquiry and none took advantage of the growing

number of paperback books relevant to economics.

In 1969, Tarter, in a dissertation,analyzed American history textbooks for

senior high in-terms of the content they contained that could,be used to teach

.basic economic principles and institutions. He derived three conclusions from

his study: 3
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. 1) nit all the eight texts analyzed had a "multiplicity of passages-
that could be used to teach about all facets of the basic economic
institutions and principles" (apstraCt of diisertation);

.
. .

2) that certain texts, tended consistently to provide a relatively
strong content base for teaching basic economics, while others'were
consistently weak in this area relative to the other. texts; and

3) that some areas of content important to a program in economiceduCa-.
tion were only weakly covered, or no ;at all.

Alexander's lively 1969 article on'the "gr flannel cover" worn by

American history texts devoted substantial attention to the treatment bf social
.

science content, particularly political science arid economics. (Alexan\der did

not give inforMation on the numbers. and grade leves of the texts he rev\ iewed.)

C .
.. ,

.

First, he noted the lack of awareness of up-tozdate political science .content.

For instance, the historian-authore"dutifully. . . rots out of his scholarly

stable his faithful old nags, 'initiative,' !referendum,' and Yecall,' wiJiout

once asking himself if they ever place or show in today's'political races!"

(p. 304) "Checks and balances" had become virtually a "catechisMal section".in

every history book. Discussions of civil liberties were "marred by omissions,

uncritical narrative accounts, and that-favorite device of textbook authors,

balancing" (p. 304). The treatment of economics was even worse. The "theme of

economic growth nowhere appears as a persistent strand in United States history"

0,(p. 3b5). Tariffs were given a strictly, political interpretation rather than

,examined in the light of the concept of comparative advantage. Detailed

accounts of farm legislation might better be replaCed by,simple explanations of

inelastic demand and increasing supply. In dealing with depressionsand

recessions, "the tail of the stock market is still:frequently mistakenly assumed

to wag the economy's dog" (p. 305). In all, according to Alexander; the authors

e,

of recent American history texts had "not successfully,wrestled with the problems

of controversy, selection, depth of tteatment, and interpretation" (p. 305).

Townshend-Zellner's 1910, article examined whether current economics texts

had imprbved in the decade since the /American EconOmic' Association's study.
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Twelve high school texts, considered reasonably comparable to the economics

'texts in the AEA study, were used. All h4d post-1963 publication dates. The

criteria employed in the.AEA study were also used in this study. Townshend-
,

Zehlner found that, as a group, there was substantiall improvement over the 1959:40

texts in the case of every criterion. Over half of the current texts were

judged adequate in nine of the ten criteria; on the tenth criterion (appropriate
_

dev:e of emphasis on analysis relative to description), the investigator- felt,_

that all 12 text& met the standard.of at least marginal adequacy: The table

at the top of the next gage shows the results. A ?significant bithodal

distribution unfolded when individual texts were considered," however (p. 65):'

Six of the current texts were evaluated*as inadequate in most of the criteria.

As a group,-these texts resembled the attributes of the 1959-60 generation;'

all six had chronological roots going back to that period and their authors

appeared still to accept the model 'from that period, even though they cited the

-1 -961 AEA Mation41-Task ForCe Report as -a standard. Almost all -the mProvements

in current texts were concentrated in the six remaining books. Three of these

met all ten of the criteria adequately; one met nine; one met eight; and one net

seven. In all, five_of these were acceptable and one, marginally unacceptable.

The authors of these "second-generation" texts had'rejected the earlier model and

instead had adapted the current state -of- the -art in college-text writing to the

precollege level. Also, each was first published in 1967 or.later. "In short,

a quiet revolution in the high school texts has taken place in the past decade.

It is now possible--as it was pot ten ;fears age--to recommend to high schools a

significant numberof texts--five in our sample of twelve--Whipl substantially

...meet the minimum criteria set by the canons of our professionalditcipUne."

(p. 66) Townshend-Zellner went on to offer a hypothesis regarding the quiet

revolution's causes; and,'while cheering the improvement, he pointed out that

the college model. of economics-texts also had some drawbacks, such as being
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Table 24

Evaluation-of Twelve Current High School Economics Texts on.the
Basis of Criteria and Evidence Used in the AEA Teitbook Report

Evaluation

Ade- V 1nade-
Criteria quate quate

A. Coverage -
A -1. Treatment of aggrcgative economics and the

problems of instability 6 6

A-2. Role of government 6 6

A-3. Treatment of growth and change 5 7 ''
A-4. Treatment of the insatiability of human is

wants-and the scarcity of resources to' satisfy them 8

A-5. Treatment of economics as a social science
omitting emphasis on the Solution of
problems of the individual (as consunt
or producer) - 6

A-6. Avoidance of disproportionate attention,.to

' ' individual topics 7 5
t

--IL Role Of analysis vs..descriptiiin 12' 0

C. ,Qualiiiartd-competence of analysis 6 6
--___

D. Concern with systelivorientation'and system-conterit 6 6

E. Value judgment's and controv-ersy

'Subject to the disclaimer that emphasis bn analyiinfoesbotimply adequate analysis.

(TownShend-Zellner 1970, p. 65)

-

:

-understudable only to above-average students and reflecting a monolithic
7.;

sameness from one text to the next. -

Laner's dissertation (1973) criticized earlier studies of economics content

in texts for not employing a controlled method of content analysis and undertook

. .

to use such a method. He analyzed eight high (school economics texts using four

economic content categories: .political-economic (primarily citizen education,

emphasizing "should do" content); principleSJ(based on logical analysis and/or

/ ft
use of symbols for explaining underlying theory of economic-concepts);

institutional (describing the institutions of society); and consumer,(personal

infprMation of a "hOw-to-to-it" nature). He found that-one text included,

content froth only two of the categories and four from only-three categories.

The percentage of content in each of these areas accumulated-for all texts was

as follows: institutional, 88.86 percent; principles, 9.29 percent; consumer,
0

1.10 percent; and political-economic, 0.75 percent. The analyst concluded that

116
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secondary economics texts were signiftcantly lacking in content other than the

factual, descriptive, nonanalytical type.

In the summer of 197the Joint Council of Economic Education (JCEE) began

an extensive analysis and evaluation of the treatment of economics in elementary

and secondary textbooks. This project was explicitly designed as a follow-up ,

to the earlier AEA project. The report of the JCEE effort was published in

o 4,

.'1972 and 1973. It consisted of five monographs. Three were focused on economics,

-

in social studies materials at each of three grade levels11-6, 7-S, and 10-12);

one focused on economics in 11th- and 12th-grade-history texts, and one
, ,

examined,:economics in audiovisual teaching materials. The first four are

described below. The last, since it dealt with supplementary,materials instead

of texts, is not examined here. (Foe thpse who are interested, the reference

,

for the latter is Audiovisual Materials for Teaching Economics by Signey J.-

Kronish, New York: JCEE, 1972.)
. .

Overall, the JCEE's committee and staff members-who worked:on theprojeqt,

judged that "the social studies textual materials of today are vastly superi*

to those of ten or fifteen years ago. Most authort and publishers have dOne a

superb jcib in making their materials more interesting, attractive, relevant,

> 4
i

holarly and in tune with the newer teaching strategies. (p. 4; all four

volumes)

The first of the JCEE reports (Davison, Kilgore, and Sgontz 1973) looked

at elementary (1 ) social,studies texts. The relPiew committee concentrated on
, .

.
. ,7

. textbook series publi d in 1968 or latero Tenseries, which were found to be
, ..

.

most' widely used in a sury of schnni systems, were analyzed.' 'The material's were

examined to determine. wbich of specified set'of economicoideas and concepts

weredealt.with-and in what manner t were dealt with. The eleMentary

committee "generally had high praise for thors and OUblisheri. They found

0

'increased coverage and more systematiclreatm t of economic content in new

117
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textbook series'.". (p. 16).' Primary-grade materials (1-3) developed.eohnbmic

concepts more adequately than did intermediate grade materialS'(476), although

" there were still some weaknesps,.such.as in the develo .rrelationships

between key concepts. Intermediate texts didnot treat the market system

adequately; there was some misuse of technical concepts; there were some

inadequate or inaccurate definitions and:errors of analysis; and sometimes they

Tacked well-develdped economic models. Overall, the committee suggested greater`
,

attention be given to sequential development of economic concepts" from the lower

to higher grades.
, .

, 4.
...

, .
..

The junior high study (Watson, Askari, Campbell, Milliken, and Ounjian ...

1973) followed the--same analysis procedures as the elementary study, but did not %

survey schools to determineoihe extent of use of the 39 books examined,,All of
.

which were published in,1968 or after. The committee found that the junTo.Ar, ,

ga

high texts were generally superior to those of the past. However, they were

still found to be inadequate: "most junior high school students will not attain..

a,satisfactory level. of economic understanding from'the social studies materials
.0 .

b
available to them." (p. 16) The Material presented waslargely factualv'student

.
.

analytical abilities wou-A not be encouraged by the-taterials. 'As with the
4, .

, J* \
l',

elementary materials, concepts were not developed sequentially and the texts

\

failed to define basic concepts .adequately.

The high school committee examined government, problems pf democracy,'

geography, sociology, and anthropology texts found to be widely used in a survey

of four of the most populoUs states and selected otherinnovative materials not

§o,widely used. All 27 books or series had publication dates-of 1968 or later.

OalytiCal procedures were the ,same as for the elementary and junior high

texts. The report (Weidenaar, Harrington, Horton, and Shertis 1973) noted that

the committee' found some improvement in the newer materials over earlier materials,

but that, overall, the tests were "unlikely to assist'a student either to
-
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identify an economic problem or to use econtimic analytical processes." . p. 17)

Althdugh basic.economic-concepts were found in all subject areas, economics was

more notable for ts absence than presence in these texts. There were too

t

many assertions without support; too many inadequate explanations of

economic terms; too many failures to distinguish betweenfact and opinion;

and too little analysis. Most of the mateirals did not.treafecOnomics

systematically and therewere many errors--fa -Cival misinformation, out-of-date
/N.

*formation and improper application-ofeconomic.concepts. Some texts were

o

given praise, however, for virtues in format, case studies, and teaching strategies.

The report on high school'history textbooks (O'Neill 11973) concluded that

o

history materials had-come a long way in the previous few years in attempting to

include more economics. Passive narratives were being replaced by exercises with

greater student participation. However, there was little analytical structure
-. .

in the economics that was included. A few authors, with less than optimal success,
1-. .

.

, . .
,

hld attempted to provide "a conceptual, framework to allow students to practice
/ .

the use ofthe analytical tools of tile economist" (p. 17).- In all, though
. .

economics,wasfinally being recognized as important in U.S: and world hittory

books;"coverage was superficial and sometimes confusing. Yhe hihory.text:-

committee used the same analytical procedures asthe other committees. One of

the texts examined had a pre-1967 publication date, bilftt was still being

Not surprisingly, over two-thirds of the materials sets were designed for the

. senior high level, the level at Which economics had traditionally been taught.

The treatment of economics content was found to be adequate in 15 of the 18

x
cases (although many of the materials did not attempt to cover a large number,

of aspects of Ole discipline,. since they were supplementary). Of thostsmaterials

judged adequite,4however, too many stressed "trivial description" too heavily.'
.

_.

Only two sets of materials attempted to have students "examine the assumptions
1

of the U:S.
0
economic system and share their own beliefs and attitudes about the

. .

)
4.
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goals of the American economy" (p. 172). Only eight of the,sets were pedagogically

adequate and most of these were at,the elemeritary level. Most of the materials
CP

invited the "LR3 teaching strategy": lecture, read, recite, regulitate. Only

fiVe of the sets showed evidence of having been fieldtested. Summarizing his

analysis of all three categories of materiels, Davis concluded that (1) the AEA

NatiOnal Task Force Report of 1963 had had a 'signifitant Impact qn the-develop-
.

ment of precollege economics materials; (2) there were relatively more materials

available for teaching economics at the senior high level than at'other precollege

levels,; (3) at all levels, treatment of economic concepts and generalizations

was inadequate; (4) withi few exceptions, economics teaching resources for the
O

precollege level were "unexciting, unimaginative, and uncreative in teaching/

learning configurations "; (5) the,treatment of economics had improved considerably

since the AEA report; (6) there was some confusion as to' the appropriate level

for using many precollege economics materials; and (7) there was a lack of

treatment of,seven specific content/problem areas (U.S. income distribution

patterns; third world economies; role of regulatory agencies; policy issues

related-to inflation and'unemploxment; assumptions and values underlying U.S.

ecOnomic. system; economic power of labor'unions, laibge firms, conglomerates, and

Multinationals; other econonic systems and ways of thinking.about resource

alloCation; and pbwer or lack of .power of the individual operating in tfie economy).

extensively used in school districti; the others had publication dates of 1968

or later. Nind world history books and ten U.S. history books were selected out

of a total of 62 possible texts.

. Finally, the most recent analysis of economics materials was done by Davis

(1977). Davis examined audiovisual materials, games and simulations; and pript

'materials: We shall report only the conclusions in regard to the latter

category here. 'Eighteen commercially published sets of,curriculum 'materials were

examined,five-of which were published between 1966 and 1971, two in 1973, seven

120 Y
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in 1974, three in 1975, and one in 1976. Some of the materials"in the print

category were supplmementary rather than, core texts, however, Davis' concluSions

/for those cannot be separated out from conclusions in regard to texts. Davis

used'analytic criteria'similar to those employed by the NCEE committees in

1971-72. In general, his concern was for the adequacy of treatment of economic
0

content, although -he was less concerned about full coverage than was JCEE, since

some materials were only of a supplementary nature. In,addition Davis was

interested in quality of pedagogy employed. the table below summarizes his

findings:

Table 25

Davis As e rent of la Sets of Economics Curriculum Materials
by Grade Level Cluster .

Criteria
Grade Level Cluster

4 - 6 7 - 9 10 - 12
A^ V.

Treatment of Economics. Content'- syste-
matic. analytical, accurate. under-
standablestandable

4 '0 3 0 8 3

.Pedagogical Consider ons - existence of 3 2 I 3 8

author rational, instructional objec-
tiv'es. instructional' theory and
teaching strategics, assessment plans

**1

Evidence of ,Materials Field Test 2 2 9

'Adequate to meet criteria (A)
'Inadequate to meet criteria (I)

(Davis 1977,'p. 172)

Studies Analyzing Political Science Content. Of the nine studies dealing
. r

with political science content and methods in texts, four fall within the period_

since 1970. Another four fall within the 1965-69 period and the date of another

is Snot known, although it is probably in either the 1965-69 or the 1970+ period..

(The reference to the latter study did not give the date and neither4 copy of

the abstract nor a copy of the thesis itself could be obtained.) No "studies

on political science content could be found prior to 1966. Five studies dealt

with the secondary level only; two dealt with both elementary and secondary; one,

121
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entry only; and for one'study (Alexander 1969) the grade levels ere.

not knocin.

The earliest study, a dissertation-by Smith.(1966), examined 33 high

school, civics, government, and probleMssof democracy,tests. Smith identified

.

fiye modes of inquiry characteriixic ofthe discipline ofpolitical science:

historical, normative, analytical,,scientific; and behavidral. He foupd that

i

there was no evidence that the authors of textbooks were concerned with the modes

1

,f

of,inquiiry of the.political*gcientist. 'however, a teacher who recognized these

modes could find' material

did Co ntain unidentified'

for instruction about these

examples of thelfive modes..

modes, since the textbooks

More recent texts showed

. . . , .

.,a growing awareness of, science-as a discipline arid recognition of a
. . , .

general problem-solving mode-of inquiry, though not a disc'plinary one, such as

that of political science. Smith noted 6-trend in
.

these texts toward placing

less emphasis on personal adjustment.and more on

'

Smith and Patrick (1967) examined 12 junior

the discipline's interests.

high civics texts and found that

there were two basic types. The first type concentrated mainly on the theory.*

Qf democracy and the forM and functioning of politics at thel"liggalstate; and

nationel-levels.. The material in'this'type was-drawn almost entirety from the

4

academic discipline of 11(j,vernment." The second type gave less attention to

the form and

governmental

operation of government and cocentrated instead on the way in which -

institutions related to society at large. Though the academic ,

. discipline of government was still central, these texts drew heavily on hiStOry,

sociology; economics, and psychology as well. Criticisms of the'12texts as a

) whole were,as follows:

They did not effectively ilitegrate'disparate course content. They
were organized around points of irferest rather than around basic
social science concepts and principles that could tie the material
together.

2) They "fail to represent America as.it really is." (p.. 109) They
perpetuated Misconceptions because they avoided or glossed-over

.subjects and misused or omitted important social-- science concepts

122,
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that could illuminate the subject.
for instance, was quite inadequate
tant social science concepts, such
could help account for, differences

Their coverage of racial problems
and they failed to mention'impor-
asstatus, role, and mores, that
in political behavior.

3), They inculcated values throUgh moralizing. Shallow
accorded to controversial subjects and "preachments
formulation of normative judgments based on careful
:prevailing conditions and anticipated consequences"
prescribed values rather than examineethem.

treatment was
preclude[d] the
appraisal of
(p. 115). They

4) They did not help students develop inquiry skills. They failed to

provide sufficient guidance.about the procedures for conducting`
inquiry and did not require persistent,' precise practice of such
skills.

Massialas (1967) analyzed six high school texts in American gdvernmen .

His findings included the following:

J .0

1) `American gOveroment texts made no effort to define the field. of study
or employ a conceptual or theoretical framework as organizer. As a

result; they diiplayed uncertainty about the reasons for-studyidg---
government.

2) They displayed strong ethnocentric tendencies and gave an unrealistic
picture of the American political system, including the following .

elements: the gdvernment was seen as actually operating on-the
'consent-of-the-governed principle; America was touted-as the best
country to live in; American citizens were-seen as the most rational
voters; the American foni of-goilernment was billed'aS the best and
most appropriate for all societies; and since America was the most
powerful and most demdcratic State,_it.should be the world's keeper.

-3) They did not dell ethicallyor responsibly with controversial issues;
. , Highly 'controversial issues were excluded; controversial issues that

were .discussed were presented itt an antiseptic manger; and, in spite
of exhortations to think critically, no models or procedures for
doing so were given.

)

.t

. ., .

4) Problem solving- and tritical inquiry were not encouraged. For

instance; the texts did not suggest that interpretations of social
phenomena other than.thpse-they presented were.possible.

sy They overemphasized historical development and legal structure and
!underemphasized behavioral andsocioeconomic factors that affect

political decision making.

4.

6) Little attention -was given to foreign countries, except for passages

attacking ideologies competing with that of the U.S.

Alexander's picturesque article (1969).on the "gray flannel cover"

focused in part on political science content of American history texts. His

.

findings were summarized in°the previoUs section.

123
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Gillespie examined five high school government texts in an article

publiihed in 1975. The texts were examined in terms of four types of political .

concepts (political institutions, political philosoph:,, political behavior, and
o

systematic behavior),; eleven political inquiry skills; and three types of

instructional methodology (expository, discovery', and inquiry). Each program

was rated under the above categories according to two criteria; inclusiveness

(referring to the systematic coverage of each of the dimensions of the analytical

category)sand continuity (the number of times the.ideas.or skills were presented

throughout the program, allowing for reinforcement and extension)'. Overall,

Gillespie concluded that most texts did try, to organize, material around themes

or conceptual frameworks; but they did so sporadically. Values issues and

data from. recent social science research has been included in most texts arid

realism had'made some gains over idealism. However, the texts were a long

wpy from treating adequately most political science concepts and methods.

Students were asked to analyze, generalize, hypothesize, question, and evaluate

without being given explicit instruction in how these things are done. The

texts provided considerable information about political institutions, but there
o

was little guidance in integrating this information and putting it to use.

Students could find out very little from these texts about political behavior

at any level of government. Also, there was little material on the dynamics

of systemic behavior and the relevance of other information to systemic

states. The greatest need was for texts to provide opportunities for students

to use scientific modes of inquiry, applying them to the information conveyed

in the texts:

Adelson andCrosby (1971) analyzed nine "new social studies" curriculur

packages for usin civics and government courses._ The purpose of their book

.

was to.provide "vital statistics" on these packages in such a way that school

personnel could make relatively rapid selections of materials for tryout and use
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in schools.- Information provided for each package included publisher, grade

level, format, suggested length of use, instructional srategies, readability,
. .

teacher training requirements,.characteristics of teacher's guide, provision

of student tests, cost, andavailability. The analysis of political.science

content was minimal. Content intonation provided included the overall

peripective (e.g., public issues, social problems, pdlitical'sytteMs, political

behavior,, law, institutions, history) and lists of sample topics dealt with in

.

the packages. No generalizations, in regard to political science content across

materials packages were made.

Turner's handbook (1971) was also designed to provide information for

textbook selection, but for the full range, K-12, of "new,sdefiVtudies"

materials and including materials other than those designed mainly for

political education. Like the Adelson-Crosby volume, Turner provided information

on Many aspects of the material's besides content; however, unlike the Adelson-

.,

Crosby volume, Turner gave more detailed attention to political science content.

Each package was classified by area of political science (political theory,

public law, international relations, comparative government, Ameridan political

behavior -- nation:;, American political behavior --local); by concepts covered

(legitimacy; authority; power; decision-making; leadership; citizenship, including

representation, voting, socialization,'.interest groups, pai-tidipation, and

parties; human rights, including freedom, equality, natural rights, conscience,

justice, and duty; change, including development, modernization', and stability;

conflict, iricluding pressure, violenbe, resolution,'and revolution; institutions;, -

bureaucracy; sovereignity; and law); and by issues (civil rights, violence;'

right to dissent; political security; social security; quality of life,

including pollution, over-population, and poverty and welfare; international

peace and law; and drug, use and abuse). Turner` reported that, of the 49
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. packages examined, 14 were organized using concepts from more than one disci-

iitine; '20 were organized according to a discipline structure other than that
1

of political sciences four vere organized-following an area studies pattern;

and 11 were organized around-a primarily political science orientation. Eight.

of the 42 projects that produced the 49 packages were preparing materials for
. .

the entire K-12 or 1-12 social studies curriculum; ten-Of-the projects had

produced elementary materials; and 33 had produced secondary materials. Turner

noted that constitutional law and related topics had received fairly good

coverage, but only minimal treatment was given to political theory and the history

of political thoiight. Some materials on comparative study of governments had

been prepared; international relations was given quite limited attention.

'Very few materials designed to encourage better minority seTf-concepts, cultural

identity, and pride were available.

The American Political Science Associations Committee on Pre-Collegiate

Education (1971) pulled together findings ofa number of studies of materials

and classroom practices and also conducted some surveys and analyses of its

own. The findings in regard to materials fot: political science instruction were

as follows:

1) Much of the available textbook material transmitted a "naive,'
unrealistic and romanticized image of political life which confuses
the ideals of deomcracy with the realities of-politics" (p. 437).
Both elementar and\secondary materials showed this deficiency. For
ex,ample, the t eatment of class and race in elementary texts had
been found to ack realism in the:extreme; Goldstein's study .(un-
dated):found o awareness. that some pupils and some Americans are
poor . . . and that he poor are objects df serious prejudices . . ."
(p. 437). In Secondir,i texts, therelwat a tendency to,cOnfuse what
ought to be (cOnsent of the governed, fOr instance) with what actu- -

ally existed (sOmething less than full consent of the governed).

2) Texts placed "updue stress upon historical events, le9a1 structures
and formal institutional aspects of government and fall[ed] to
transmit adequate knowledge about political behaviors and processes"
(p. 439). 'The majoritY, of materials then in use at all grade levels
either ignored or inadequately treated such traditionally important
concepts as freedom, sovereignty, consensus, authority; class,
compromise, and power as well-as newer concepts such as role, social-
ization, cultured system, decision making, and the like.
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) Materials reflected "an ethnocentric proccupation with American
society and fail[ed] to transmit to students an adequate knowledge
about the political-systems of other national societies or the inter-
national system" (p. 440). Third-world nations as well as communist
nations ware generallytreated rather harshly and inaccurately., .-

_ 4
4) Textbooks did not "developjmithin students a capacity' to think about

political phenomena in conceptually sophisticated ways; in under-
standing of,.and skill,in the process of, social scientific inquiry;
or a capacity to systematically analyze political decisions and
values" (p. 442).. At the elementary level, the textbook in social
studies was expected to reinforce the reading :urriculum and not
interfere with it by introducing subject matter with difficult ideas;
also, elementary texts were locked into an "expanding horizons"
approach to social studies and this, too, militated against-tithe
practice'of critical inquiry, since the approach used primarily '
descriptive presentation. At the secondary level, virtually no texts
were organized to engage students in abstract, complex mental opera-
tions; instead,_they were based on the premite that students,Must
first-absorb an encyclopedic amount-of-information'before.they can -
think critically, and,"%rther, they emphasized- prescription of
"correct" values.. . . 0

.5) Materials "fail[ed] to develop within students an understanding.of
the capacities and skills neededto participate effectively and demo-

, cratically in politics" (p. 443). Much of what passed for citizenship
training was'an attempt tp teach regard for the rules-and standards
of conduct of the school. Texts emphasized voting as-the means by
which citizens could most effectively influence.the political system,
excluding other means of participation in the society's life. '

The APSA committee's report was the most strongly worded indictment of the

condition of materials of any found in the content analysis literature.

Studies Analyzing Anthropology Content. Five studies (three by the same

person) were found to deal with anthropological content. The three by the same

person dealt with,the full range of grade levels, K-12, and were all.done

O

within the most recent period. Since 1970; one of the other studies was con-
,

ducted in 1964 and focused on the elementary level; the 'fifth study was

conducted in the early sixties (probably'1963) and focused on the senior high

level.

The 1964 study was a dissertation by AWkard. He examined 30 fifth- and

sixth-grade social studies textbooks to determine the relative amounts and

kinds of*concepts from cultural anthropology, soci2logy, and psychology-presented
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in the sample. The sample included fused social studies books, history books,

and geography books in order to compare their treatments of the behavioral

science subject matter`. A total of 350 concepts were identified for use in the

study. Lest than six percent of each book of the 30-book sample dealt with the

concepts, a percentage judged negligible by the researcher. There'were six

ideas in fused books for. every three ideas in history books and every one idea

accounted for approximately 49 percent oZ the total yield.. The remaining 51

percent was distributed among 167.topiCS.with roughly half olf these receiving no

pidsentation. Only nine of the 171 concept presentations were pointedly
. . .

,
,,

,

described. The remaining 162 were recognizably *tied.
---

There were roughly our

anthropological paragraphs.per 1,00O'paiigraPhs,two' ociological paragraphs .

per 1,000, and one psychological paragraph per 1,740 in the sample of bookr.
;.;

Awkard concluded that existing social studies texts did not incorporate ideas
..

from the behavioral sciences to any appreciable extent. O

Sady (1963 ) analyzed five secondary world history, texts for their treatment

of the culture concept and ethnocentrism. Eight other world'history texts

were surveyed but not analyzed In detail. The analysit was conducted under

the auspices of.the Anthropology Curriculum Study Project of the AmeriCan

AnthropOlogical Association (funded-by NSF). The survey indicated' that some

use was being' made of arithropology'S central concept, culture, in world history

materials but that the concept was sometimes misunderstood. Analysis of the

five texts showed that, the definitions of culture given in texts often do not

correspond with the further use of the word in the texts. Also, attempts to

describe non-Western cultures, the motivations of persons in those cultures, and

the life often do so in terms, of Western values and behavior, patterns only.

Most of the texts have a narrow view of world history and take an overly indul-

gent view of certain aspectt of Western" history - -in other words, are ethnocentric.

O

1.261
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Dynneson's three studies (1972, 1975a, 1975b) are sufficiently similar to

be'dealt with together. Dynneson analyzed 21 curriculum packages associated with

the "new social studies" (including not only texts and more complex packages for

full courses, but also simulations and suOplementary materialS). All had been

identified as containing substantial anthropological content: The dissertation

included extensive analyses of-six sets of project materials, using the SSEC's

Cdrriculum Materials,Analysis System, 'while the paper and book contained

shorter summaries-of these analyses, as well as summaries of analyses of
' 4

commercial texts, simulations, and supplementary materials. Dynneson condluded

,

that there were too few anttiropological,materials at almost all levels; there

were no anthropologiCal simulations for grades K-3;lhe intermediate grades

(4-6) were quite well supplied WIth,anjiropological materials; junior high. ,

(7:9) needed'more materials; texts were needed at the high school level;

teachers needed more training In anthropology; and there was a need to inte-,

grate anthropology into the rest of the Social studies.

Studies Analyzing Sociology Content. Only three studies analyzing socio-

%

logical content were found. One was Akward (1964), described in the previous

section (Anthropology). The second, was'Girault (1967). She.examined two

psychology and two sociology textbooks for the high school level. She concluded

that the texts fell short of meeting three basic objectives.

1) The materials di'd not contribute to making the student conversant
with how psychologists and sociologists think. They underemphasized
the dynamic nature of knowledge in the'social sciences. and the tenta-
tiveness of conclusions, and they violated the spirWof inquiry
through their didactic presentation of the content. 'They offered
only minimal exposition of social science methodologies.

2) The texts also failed to make students aware of how an individual
in our society relates to and uses the social sciences, that is, how
one can assume the role of a consumer of social science knowledge.
Virtually ignored were skills in identifying problems-and informs -.

'don sources, assessing reliability of sources,,and determining
relevance of information to particular problems. The mishandling
of controversial issues .was particularly serious in this context.
The approach to issues such as sex, religion, drugs, and social
class completely misrepresented the social science perspective.

129
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3) The texts came closest to realizing the third objective, underitanding
of oneself and one's social miieu. However, the prescriptive, lec-
turing tone was troublesome here as elsewhere. °

.
.

The third analysis of.sociology content and methods in social studies

materials, was done byHering (1966) under the auspices of the Sociological

"AssoCiation (funded by NSF). Hering analyzed the five sociology texts then
.

used in high school sociology courses. He examined the objectives and emphases

of the texts, theiecoverage of 15 sociological topics,-the writing style and
.

attitudes of authors; use of the literature in the discipline as distinguished

from popular sources, attention,to other cutlures and societies, treatment of
........,

. . . / .

sociological niethodolOgA presentation of proposed sautions to social problems,

and devices for stimulating student interest:.0merall, Hering found that:the

texts tend to emphasize a "life adjustment" approach rather than the academic

.

approach typical of college-level sociology texts: The life-adjustment orien-

tatiOn4generally entailed coverage of topics beyond. those' that would be dealt
.

with in a discipline approach, and omission of some important areas of sociolog-

ical research. Social problems generally were treated,as,somethingdetached

from the students, possibly leading students to "attach.less significance,to

these problems than they might if mroe realistic information were available."

Studies Analyzing Psychology Content. As with sociology, only three

studies focusing on psychology content were located. Awkard (1964) was
d

described in the Anthropology section above; and Girau1t (1967) was described

in'the Sociology section aboye.

The American Psychological Association published The psychology Teacher's

# ,

Resource Book: First Course in 1973. This included reviews of introductory

psychology texts,reading books, laboratory manuals, periodidals, popular

books (such as novels, case studies, and biographies), audiovisual materials,

and reference materials. Also included were chapters on equipment, animals,

and supplies; national organizations; ways of increasing student involvement;

130,
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and ways of organizinginstruction in psychology. The section containing reviews \\-

of texts,is relevant here. A toZll'of.51 texts for introductory courses in

psychology at-the high school and college level were reviewed. The reviews are

brief - -a few paragraphs long--and contain both descriptive and judgmental

information. Unfortunately, no overall conclusions are made on the basis of

these reviews.

Summary Observations',

1) With 161 studiesidentified,.one cannot say there is any lack'
-overall,..of content analyses of social studies materials, although
this body of research might be criticized for not attending to
specific areas of content sufficiently; or- in thymosthelpful manner.

2) Of the 161 content analyses, 67 (42 percent) were doctoral disserta-
tions or master's theses.

3) Seventy, of the studies dealt with elementary maierials;50 with
junior high materials* 79 with senior high' materials; and 26 did not
identify the level of materials

5)

Eleveh categories of topics were analyzed. The most-analyzed areas
were (a) the.treatment of social science content and.methods in
social studies materials; ;b) the. treatment of specific concepts or
themes (e.g.,.communismt values, violence, social change,.quantita-
tive data) in social studies materials; .and co- the treatment of
minorities in social studies materials: Other categories of analysis
were treatment of history content and methOds; treatment of episte-
mology and learning theory.; treatment of unspecified or general social
studies content; treatment of foreign areasrpbjectives; illustrations
and media; and readibility. Some studies analyzed multiple. aspects
of Materials; without focuting primarily on one. The abstract of
one study was, as to the aspect analyied.

.iiery.little in the way of trends over time can be discerned. There .

has been an overall increase.in analytic activity (the number of
studies done within each five-year period). This peri9d-bpleriod
increase-holdstrue for two of the three mast=analypd categories,
treatment of specific concepts and themesand treatment of minori-
ties. However, it does not hold true foranalysis of social _science
content and methods; in that category, analysis activity seems to
have peaked in 1965-69 and declined sharply after that. These "two

categories were central ones in the "new social studies" and may
reflect the rise and decline of that movement to some degree.

Analyses of multiple aspects of social studies curriculum materials,
not'highlighting any one dimension in particular; have appeared

only since.1970. Unlike the analyses of the previous periods (which

. 'ought teleneraltze across a number of materials in regard to a few_ .
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selected aspects of those materials), these multiple-aspect analyses have
been designed as materials selection aids for use by school district
`personnel, Consequently, instead of generalizing, they aim to-discrimi-
nate among materials, showing the points at which each,package-differs
from others..

7) Within the social.science category, there have been five studies analyzing'
anthr.opol.ogical,content and methods in materials; 13 analyzing economics;

fiVe analyzing,geograpny, nine analyzing .political science, three analYz-,
ing psychology;-three analyzing sociology; and seven dealing with general

'social sciehce. :Obviously, the three.so-called behavioral sciences
(psychology, sociology, and anthropology) have received the teait atten-
tion. (Three of the five anthropology analyses were done by the same
petson and based largely-pp a single ,piece of research.)

Almost without exception, analyses of-Social science content and methods
in materials' (as well as analyses of other finds of content), report

inadequacies in treatment by-textbooks. -The few 'studies that do report
poiitive findings are almost all trend studies; th-at is, they have com-
pared recent materials to .earlier.: materials and have found some
improvements. The two most notable instances of such optimistic findings
are in economics and in the treatment of blacks (though not other minori-
ties).'I-16wever, not all trend studies hAve found-improvement (for

...instance, a certain amount of backsliding has been fognd in the case of
the treatment of women in curriculum materials).

'9) As one Would expect; most studies report there are substantial variations
in quality and amount of treatment of social.science content-and methods
from one text to the next.'

10) Although one must not be too quick to generalize from the disparate
studies of social science treatment in materials, the following tentative , ,

conclusions are suggested:
I

, /

a) The seven studies analyzing social science content and methods in
general (not focusing on any parttcular discipline) Suggest that;

.,..
at both the elementary and secondary level; historical content, . ,-
concepts, and organizers dominate heavily. Among the social sciences,

i
the most adequately treated at the elemTntary level are geography
and anthropology; at the secondary leve \political science. and
'economics. Social science methods are no treated Adequately at any
level. '.

d

-b)- To no one's surprise, studies compaiing the tratment of geography .

content and methods in geography texts versus hittory and fused
social studies texts, found that the geography textts gave more ade-

quate'treatment to the "geographic point of view.". `One study that
focused solely on geOgraphy texts, however, was critical of some
aspects of all but a few of the texts.- A major complaiAt was the
failure of the texts to encourage critical thinking. A major com-
pliment was their ample, and usually appropriate, use-of illustrations.

c) Three studies were foUnd on the` treatment of economics at the elemen-
tary level. One found that, although there had been an increas in

the amount of economics covered in- elementary texts over the las

decade, the quality of treatment had declined, particularly in
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a

o

respect!to basic concepts (scarcity, Choice Making, and opportunity
,cost). /The other two generally found improvements in elementary
treatments of economics, although inadequacies still existed:

d) TO treatment of economics' at the secondary level has been analyied .N

quite thoroughly, due primarilbto the American Economics Assotia- ,-
tion'sisupport of this kind of inquiry in the early sixties-and the
Joint Council on.Economic Education's subsequent suppoft. The AEA
report; criticized economics, texts for giving too much emphasis to

°the individual (particularly, devoting too. much: space to consumer
economics) and too 'little to societal interests; omitting.signifi-
cant topics, particularly in the realm of macro - economics; containing
too'much description and far:tooittle analysis; not attending to
controversial issues. and identifying value judgments; and containing ,

factual and analytical, errors. Several follow-upstudies found
marked improvement in texts developed after the AEA's report--ondw
termed it a "quiet revolution"--although certain deficiencies, such
As the continued inclusioh of consumer economics at the expense of
,other content,..W1Lexisted.

e) Analyses of political SCience°cOntent are of slightly later origin
than those of economics, but they do,give-us some indication of change.
over time, at. least at-the secondarilevel. (No studies,at the ele-
mentary level were identified.) The earlier studies, from 1966-to.
1971, criticized civics, government, problems of democracy, and
American history texts for failing to present political science modes'
of inquiry and ,to promote development of studentscritical thinking
skills; lacking integration (emphasit was on heavy doses of descrip-
tion, oftenrambling,mitlittle or- no indication of how things fit
together) and selectivity (too.MUch'space was devoted tcotrivia);
presenting an unrealisticpicture of American government and politics
(avoiding controversial issues and presenting the UnitedStates
an- "ethnocentric" light - - "we are the greatest," as one study put it);
moralizing and inculcating valuesi'and underemphasizing behavioral
and Socioeconomic factors, while Overemphasizing historical develop-,
ment and legal structure. A later study (1975),.which examined a
new vintage of texts, found a number.. of improvements: they were
'organized by themes or concepts; values issues were dealtwith fre-
quently, and, in many cases, forthrightly; data,from social science
'research were used; and the texts were much more realistic and less
idealistic. However, they did not provide much guidance in or oppor-l.
tunity for appliCation of'scientlfic modes of inquiry; and there was
little emphasis on/political behdvior or systemic dynamics.

f) Ply minimal attention has been givenito analyzing behavioral science
(anthropology, psychology; and sociology) content and metheds'in-
social studies materials; These stud-leg-generally conclude that the

- behavioral sciences are inadequately teated in social studies materi-
als.. Beyond this, they do not provide sufficient base for generalizing.
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1.5 State of Social Studies Teacher Education

This section discusses the actual academic preparation of social studies

teachers in history and the social sciences, the trainirg institution and NI

o
state certification requirements in history/social sciences, some characteristics

of social studies teacher educators, and inservice training practices in social

studies. We have not dismissed training practices and requirements in

"professional education," e.g., methods course requiremena and student

teaching requirements, since we judged that NSF's primary interest would be

in the academicside of teacher educatiO. Readers should be cautioned,

,however, that variations in academic preparation of social studies teac rs,

(or at least variations on the scale of, say, the,addition'of a few credit

hoUrs'in one social science) may not make much difference in classroom

practice and student learning. Some studies are reported in Section 2.9

(research on teacher education) that indicate that increases in sublect-
.

matter preparation alone have only marginal, if any, utility.

Sources

Although the comprehensive and special-focus reviews did not themselves

yield much informathn describing practices in teacher education, they provided

the starting point for locating the 30 speCific studies as well as other

material used in this section. The three compilations of dissertations and a

computer search of Dissertation Abstracts,from 1973 through 1975 were even more

valuable in this regard. In addition to the 30 specific studies, thrge annual

catalogues of state certifiCation requirements and a few other miscellaneous

sources were used.
F

te,
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Overall,,there does not appear to be (or, we were notable to identify) a

great deal of descriptive literature on teacher education practices. A possibly

rich source that we did not tap is the literature on dissemination of innovati'on-

That literature does contain much information on at least'inservice programs:

However, it was to have been covered in the Far West Laboratory's report to

NSF and, hence, was felt to be beyond the boundaries of this review.

Documentation and Discussion

Actual Academic Preparation of Practicing Social Studies Teachers

Academic Preparation of Social Studies Teachers in Social Studies in

General. In 1960, Pohlmann and Wellman reported on,two studies (one in

Illinois and the other in Kansas) of the preparation of high school social

studies teachers. They noted a high percentage of Social studies teachers

who tended to have their Major preparation"in another field. Of the Kansas

teacher surveyed In 1956-57, only 44.8 percent had an academic major in,.

social science. Over one-fourth of the Illinois teachers surveyed at about

the same time had majors in fields other than social science --especially in

physical education.

Pohlmann and Wellman noted that high school social studies teachers

lacked a broad education in the various disciplines composing-the social-.

studies. In Illinois, 11.1 percent of the social studies teachersrhad no

college credit in political science, 21.3 percent had no woil in economics,

26.6 percent had none in sociology or anthropology, 66.2 percent had no

credit in geography,-and (unbelievably, commented Pohlmann and Wellman)

2.3 percent had no work in Amdrican history and 9.8 percent had none in

European history. Over 42 percent had had no work on Latin AMerica, Asia,

and. Africa. .The Kansas'study revealed even less breadth of education in

social science:
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Pohlmann and Wellman noted that a significant proportion of high school

social studio,; teachers failed to meet the states' minimum requirements. In

Illinois, 18 percent lacked the required eight hours of Americanhistory,

36 percent did not meet-the European history requirement, 41 percent did not

meet the political science requireilent, 66 percent the economics requirement,

68 percent the sociology 'requirement, and 81 percent the geography requirement.

Siemers (1960) reported that his survey of California teachers of tenth

grade world history showed 46 percent of the entire sample had majored in'
9

areas other than history or the social sciences.

Wendt (1963) found in a survey of 147 elementary homerocm teachers

engaged in teaching social studies that backgroynd :n social science,

as well as social studies methods, was ''generally limited" and that,these

teachers cited as a major problem "acquiring the social studies bac!,.fIrcund.

information for teaching the units" (abstract).

Kirby (1964) studied the preparation of Colorado junior high spool

teachers of social studies during 1962-63. He found that "the academic

preparation of a majority of teachers included a broad background i.n the

social sciences with Aierican history, sociology;-political 'science, L... :pean

history, and economics most often reported" (abstra.t).,

Alilunas (1965) noted a New York study that found that at least 20 percent

of those t2achin social studies in New York junior and senior'high schoo ls

did not have a minimum background in the social sciences.

Wllestad (1965) noted that several surveys in 'various regions of the -

U.S. had shown that many social studies teachers were not qualified by

ti

virtue of their academic preparation or state certification requirements to

teach social studies; nevertheless i survey developed independently, of the
/-

regional efforts by the U.S. Department of Commerce, .USOE,. and NEA hid

indicated that the supply of social studies teachers far exceeded the demand.

Apparently.the employment of underquaified social studies teachers could

not be attributed to an inadequate supply of qualified people.
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Hahni (1965) reviewed the results of a number of surveys, including
J.

some mentioned in this report, in oraer to determine the adequacy of

'political science preparation for teachers of civics and government. Based

on statistics for Colorado, New Mexico, Virginia:-Illinois, Michigan, Maine,

Minnesota, Kentucky, Ohio, New York, Kansas, North Carolina, Texas, and

Arizona (all developed in separate studies), Hahn,concluded that the academic

background ofteachers of social studies generally and of civics and govern-
,

ment courses specifically was quite poor-:-nonexistent in a large percentage

of cases, in fact.

Irvin (1967) surveyed junior high school social studies teachers in the

North 6-entry Accrediting Region during 1965-66. She found ihat they had

undergraduate majors in social studies, history, English, speech, geography,

foreign language, and general- business and that they averaged 43 hours in

.

their majors and 25 hours in their minors.

At the elementary level, Godwin noted in his 1967 dissertation that less

than one-half of the teachers,n his sample from Nebraska districts /that did .

.0

not employ a full-time elementary curriculUm director had earned a/Bachelor's

degree in any field at all!

Anderson (1968) found that teachers in Idaho high schools *chin') social

studies. during 1965-66 averaged 40 semester credits of training in the social

sciences, but the credits tended to be concentrated in DAmerican history. The

teachers were not well prepared ih the broader range of.iocial sciences.
/'

Monson (1968) found that Utah elementary teacheri had completed the

greatest number of social studies hours in history, psychOlogy, and geography;

the average hau completedless'than 1.5 hours of course ork each in anthro-

pology, philos'ophy, general social science, and economics:

Miller's survey (1969) of Ohio secondary social stujdies teachers found

that teacher preparation in the sociallrispliences was "notably weak," with the

1
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greatest deficiencies in economics, geography,.and anthropology. Nonpublic

.1)

school teacher had greater weaknesses than public school teachers in

economics, politiCal science, and geography.' ,Gradates pf public teacher

training institutions in Ohio had a larger number of credit hours in

political science, economics, sociology, and geography than graduates-of

nonpublic teacher taining institutions in the state, while the nonpublic

graduates had greater preparition in psychology.

Bachus (1972) found that Arkansas secondary social studies teachers were

not. adequately prepared ip the social sciences. Social studies teachers

had received more colloge credits in history than any other social science.

Lester (1975) surveyed Montana secondary social studies teachers who

hadgraduated from Montana teacher training institutions before 1972 and found

that they had been adequately prepared to teach history and government but

not to teach anthropology, geography,economics, sociology, and social

psychology. The teachers' perceptions of their academic preparation fit

with the finding that Montana training institutions had required history and

government courses more than other courses in social sciences. Lester's

abstract does not present findings as to number of credit hours actually
a ,

taken inOrious disciplines by the teachers, however.

Academic Preparation of Social Studies Teachers in 'Specific Courses

Taught. Pohlmann and ':-ilman (1960) noted "a significant tendency to assign

[social studies] teachers to classestor which they do not have specific

preparation" (p. 311). More than one-fourth of the Illinois teachers surveyed

did not meet the minimum state requirements in the specific courses they

taught; some had no college credits at all in the courses they were teaching.

More teachers of American history than other subjects met state requirements;

however, nearly 13 percent of the American history teachers did not have at

least 16 hours of history, including eight of'American history. Twenty-two
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percentof the civics/dOvernment teachers were'inadequately prepared; 28

Percent of the%geography and world history teachers did not meet state *-

requirements; and 33 percent of the sociology and 35 percent of the economics

teachers failed to meet-the minimum state requirements for those courses.

In the Kansas study, even fewer social studievteachet:s met minimum state

.requirements foi.'thecdurses they taught. Twenty-one percent lacked the

minimum required credits in American history; 34 percent in world history;

36 percent in economics;'42 percent in government; -and 73 percent in geography.

Black (1963) found that, among a sample of junior and senior high .social

studies teachers (concentrated primarily in Florida, Georgia, and South

Carolina), history, geography, and civics (in that order) were the,most

frequently taught subjects, regardless of pattern of academic preparation.

The pattern of undergraduate social science training had little bearing on

initial or later teaching assignments. Few junior high. teachers had adequate

undergraduate training in geography, although geography was one of the most

widely taught subjects at that .level. The vast majority of teachers of state

history had had no course work at all in'state history., Black argued in favor

of broad preparation in many social sciences rather than concentration in one

or two, since he found that most social studies teachers would be assigned to

o '

teach up to five areas over a period of years, even though they were usually

assigned initially to only one or two subjects.

kirby (1964) surveyed' junior high school social studies teachers in

Colorado during 1962-63. He fOund that slightly more than 20 percent

reported in excess of 24 semester hours of academic preparation related to

their teaching assignments, while slightly more than 20 percent were assigned

to teach classes for which they had fewer than five semester hours of academic

preparation. As a group, geography teachers were'"considerably less well
4-

pi.epared" for teaching:geography than were history teachers for teaching

history or civics teachers for teaching civics.
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study (1967) of junior,high school social studies teachers in

the North Central Accrediting Region found that these teachers werejeast

well prepared to teach geography, even though that subject is most often-
,

taught at the seventh-grade level.

Anderson (1968) found that high school social studies teachers in .Idaho--

even those well trained--were often not given teaching assignments that

corresponded with their major and minor fields of preparation.

Bachus (1972) also found that secondary social studies teachers in

Arkansas were often not teaching,courses in their strongest academic areas.
.

Academic .Preparation of ".Social Studies Coaches." Several studies

looked specifically.at the academic backgrounds of athletic coaches who taught
P

social- studies. Pohlmann and Wellman (1960) noted the oft-expressed belief

on the part of social studies teachers that there seemed to be a "tendency

to hire coaches and then find some classes for them to teach"--usually social

studies (p. 312). Pohlmann and Wellman reported that the median hours of

academic preparation in social science for all the teachers surveyed in

the Illinois study was 57, while for coaches surveyed it was 38 hours.

Over one-fifth of the coaches teaching social studie's had less than 27 hours

in social science; and in every social science course except sociology a

larger percentage of coaches than others failed to meet the requirements for

the specific courses they were teaching. Table 25 below shows the comparisons

by course.

Anderson (1968) reported that one-fifth of the high school social studies

teachers in his Idgho survey coached or taught physical education in addition

to their social studies assignmehts. He noted that this'group represented the

second largest type of teaching combination, exceeded only by the group

teaching only social studies courses. He did not mention any preparation
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Table 26

Percentage of Teachers Failing to Meet the Minimum

State Requirqments for the Social Science Courses
art

They Taughtill-irlinois High Schools in 1956'-57

Non-Coaches Coaches

4

Geography 11.8 54.5

Political Science 16.9 41.2

Economics 33.3 40.0

Sociology 636.8 25.0

American History 3.2 17.0

World History 21.4 .50.0

(Pohlmann and Wellman 1960, p. 312)

differentials between coaches/physical education teachers and regular social

studies' teachers in his dissertation abstract.

Miller (1969), in contrast. to Pohlmann and Wellman, stated that Ohio

coaches who taught social studies were generally as well prepared in subject

matter as noncoaches in schools of the same type and size.

Academic Training Requirements for Social Studies Teachers

Training Institutions' Requirements. Moreland (1958) surveyed 50 colleges

and universities throughout the country to determine the most common patterns

of academic training for social studies teachers. Two patterns emerged:

provision for intensive work in any lone of the social science disciplines`

(including history) and provision for a general major in the social studies.

:-The latter appeared to be the predominant approach for most prospective social

studies teachers, and was offered in 38 of the 50 institutions. The table

below shows the number of institutions offering' majors in the various areas,

the range of credit hours required, and the median credit hours required for
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Table 27

Provisions for Teaching Majors and

Requirements in Semester Hourt*

Major Number - 'Range, Median

Social Studies 38 24-59 40

History 32 15-51 28

Geography '28k
,..

13-51 24

Economics 24 13-51 26

Sociology 24. 13-51 24,

Political Science 23 - 13-51 . 25

*For consistency in reporting the data, credit-hours reported by those

institutions organized on a quarter system have been-converted to semester

hours by multiplying by two-thirds.,

(Moreland 1958, p. 384)

Thirteen institutions offered only the social- studies major and four morc_

offered only the social studies and the historilmajors. In addition to the

major areas listed above, one institution offered a major in civics and a

major in an area'study of the Far East. Another offered a combined English-

social studies mador. The distribution of credit hours required of the social

studies Major in 34 of the 38 institutions offering that major are shown in

Table 28 below.

The emphasis in the social studies major was on history, with about 40 percent

of the credit hours normally given to that field. It should be noted that,

in most of the institutions surveyed, students electing a single-discipline

major in one of the social sciences were required to take some work in each

of the other social sciences. Thus, Moreland noted,

it would seem that either through the social studies major, or the
one in the individual disciplines, the emphasis in these colleges
and universities is upon a breadth of training as being essential
for asocial studies teacher. (p. 386) .
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Table 28

Distribution of Hours ,ef the Social Sciences for a

General Major in the Social Studies

Subject Number Percent Range Median

History 34
2

100. 6-24 16

Political Science 30 88.2 3 -12 6

Economics 25 73.5 3=12 6

Sociology 24 70.6 3-12 6

Geography 21 '61.8 3-12 3

(From Moreland, p. 385)

Gross and Badger (1960), in their comprehensive review of research in

social studies education, noted that thereappeared to be increasing attempts

to build broader social science, backgrounds into the preservice training of

social studies teachers. However, change in this direction was proceeding

only slOwl,i and the,teacher education programs of the late fifties still

largely resembldd those of the twenties and thirties.

Lunstrum (1968) surveyed university and college_cata4gues-to-determine

what were considered minimal training programs for social,studies teachers.

His review of 36 catalogues revealed some "interesting variations from the

established curriculum pattern 'characterized by a doMinant core of ohe-third,
)

to one-half history and a modicum of attention to 'a selection of other social

science disciplines'." (p, 137) Though the variations were not enough to, be

called a trend, they did reflect concern for requiring greater breadth of

preparation-in the social sciences.

Johnson (1969) surveyed 63 colleges and universities of the North

Central Association. Heloulid that the provisions for academic programs for

social studies teachers did-not differ much from the segpences provided for

143



-130-

non-teaching-bound students. About 90 percent.of the schOols provided for a

. depth study in at least one social science discipline, but less than half

required two.or More social kciences to accompany the depth study. :The

behavioral sciences, especially anthropology, did not rece+ve sufficient

emphasis in the academic portion of the teacher preparation programs. Only

about 23 percent of the schools offtred interdisciplinary social science

courses for 'prospective teachers.

Seifert (1971) compared the requirements of 30 Indiana teacher education

institutions with the state's certification requirements for social studies

teachers.at the secondary level. He found thdt all 30 institutions offered a

world, history endorsement and 29 offered an American history endorsement..

' Twenty-five offered a sociology endorsement; 23, an economics endorsement; 22,

government; and only nine, geography. The institutions tended to require only

the minimum number of credits required for state certification in any particular

(indorsement.

Besonen (1972) analyied the requiremen, for social studies teacher

preparation in60 randomly selected teacher training institutions and 15

"social studies leader training institutions." Social studies programs

with a history core predominated at both. Programs in both groups were most

deficient in, among other things, requiring courses an the non-Western world,

urban affairs, ethnic studies, and interdisciplinary social science; and

providing instruction in the structure and modes of inquiry in the individual

*social sciences.

Allen's dissertation (1973) sought to determine whether there had been

any changes in the characteristics studied by Moreland (1958). He sent

questionnaires to,50 institutions judged by a panel to be conducting superior

programs in secondary social studies teacher education; 35 returned responses.

All of the respondents provided for "a rigorous introduction" to the social
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sciences and for breadth of training in the social sciences. Seventy-sev,en

percent of the schools introduced students to."the modes of inquiry in the

social sciences." The social studies Major entailed a depth study in one

field, usually history, and additional study in two or more social sciences.

A major change from Moreland's day was that the amount of academic.coursework

in the social sciences taken by prospective social: studies teachers had

increased.

Procasky (1974.) examined, the preparation in geography of prospective

' secondary geography teachers in Pennsylvania. He found that Pennsylvania

teacher training institutions required fewer credits for a geogrAphy

concentration than a panel of geographers interested in precollege education

had deemed 'necessary. The.foundation course most often offered by the

institutions and judged most appropriate by the panel was physical geography.

The institutions exceeded. the panel's recommendations for credit hours'to be

taken in related social science fields except in the case of anthropology.

Fell (1975) surveyed 52 teacher preparation institutions in Ohio in

regard to their academic requirements for secondary social studies teachers.

When state and private colleges were compared, it was found that state

programs required more total hours credit, a smaller proportion of the total

hours to be taken in history, a slightly larger proportion of hours to be taken

in the other social sciences, more depth''Work in supporting areas, and somewhat

higher proportion of,free, electives. All institutions required at least 60 hours

of-academic preparation and almost all required a full-course introduction to six

social science disciplines. All required at least 18 to 24 hours in one of the

disciplines, but few required depth' and advanced work in at least two additional

disciplines. None of the institutionsprequired interdisciplinary courses,

syntheses or capstone courses, and courses exposing students to and giving them

practice iri the methods of inquiry of the several social sciences.
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State Certification Requirements. Rbeder (1974) provided a table summarizing
tr

ret-Nuitsements for certification of elementary teachers in 860 teacher's colleges

in the U.S.:
e Table 29

Summary of Semester-Hours Required for Graduation and State Certification of Elementary Teachers

Courses

No required
semester hrs. ,semester

Freq. %

One or two
hrs.

Freq. %

Three *
semester hrs, semester

Freq. %

Four or five
hrs.

Freq. . %

Over five
semester hrs.

Freq. %

Combined
courst

Freq. %

tInscored
Freq. %

1- eadtng methods 86 -10.0 118 13.7 408, 47.4 68 7.9 26 3.0 143 16.6 11 1,3
Language arts , 102 11.9 181. 21.0 236 27.4 28 3.3 14 1.6 256 29.8 43 . 5.0
L atiguage arts/reading 750 '87.2 9 " 1.0 57 6.6 35 4.1 7 .8 1 .1 .1 .1

Children's literature 168 19.5 162 18.8 396 46.0 23 2.7 4 .5 63 7.3 44 5.1
Children's literature/

language arts 832. 96.7 1 .1 14 1.6 8 .9
,

2 .2 0 0.0 3
,

.3
Art methods 94 10.9 205 23.8 299 34.8 103 12.0 30 3.5 45 5.2 84 9.8
Industrial arts 788 91.6 15 1.7 14 . 1.6 2 .2 ) 0 0.0 10 1.2 31 3.6
Music methods 109 12.7 203 23.6 278' 32.3 118 13.7 34 4.0 37 4.3 81 9.4
Physical education methods 210 24.4 258 30.0 181 21.0 27 2.1 4 .5 96 11.2 84 9.8'
Health methods 328 38.1 188 21.9- 119 . 13.8 14 1.6 5 .6 ' 155 18.0 51 5.9
First aid ''. 675 , 78.5 50 5.8 16 1.9 0 0.0 0 0.0 85 9.9 34 4.0
Health/first aid 747 86.9 37 4.3 43 5.0 10 2.1 3 .3 7 .8 5 .6
Audiovisual 423 49.2 128 14.9 98 11.4 ° 4 .5 0 0.0 106 12.3 101 11.7
English methods 653 75.9 33 3.8 30 3.5 6 .7 8 .9 93. 10.8 37 4.3
Social studies methods' 118 13.7 238 27.7 205 23.8 20 2.3 2 1 220 25.6 57 6.6 4,""m*
English/social 856 99.5 1 . .1 2 .2 1 .1 0

.2
0.0 0 0.0 0........ studies ,.

English/language
0.046.4-22

i..os arts/
social. studies 825 9519 3 .3 2.6 5 .6 0 0.0 , 4 .5 1 .,1

3.8Math methods 43 5.0 182 21.2 255 29.7 72 8.4 121 14.1 154 17.9 33
Science methods 96 11.2 222 , 25.8 198 23.0 34 4.0 15 1.9 237 27.6 57 6.6
Math/science Methods 788 91.6 10 1.2 37 4.3 19 2.2 2 .2 3 .3 1 .1
Combined methods 527 61.3 16 1.9 86 10.0 59 6.9 81 9.4 18 2.1 73 e.5
Physic.al education 126 14.7 232 210 65 7.6 261 30.3 39 4.5 9 1.0 128 14.9
Religion 447 52.0 8 .9 55 6.4 36 4.2 269 31.3 0 0.0 45 5.2
Art history/appreciation 277 32.2 147 17.1 169 19.7 34 4.0 12 1.4 68 7.9 153 17.8
Music history/appreciation 305 35.5 149 17.3 158 18.4 23 2.7 8 .9 68 7.9 T49 17.3
Art/music 787 91.6 7 .8 25 3.0 17 2.0 21 2.4 0 1 .1 0 0.0
State history 628 73.0 44 5.1 101' 11.7 4 .5 7 .8 7 .8 69 8.0 10-

3.8Evaluation 495 ' 57.6 104 12.1 154 17.9 10 1.2 2 .2 62 7.2 33
.....4110 Geography. 343 39.9 45 5.2 277 32.2 47 5.5 76 8.8 16 1.9 56 6.5 4Ir

*Combined Course. The responses included in this category were defined as courses in which the contents of two or more courses were corn
bined into a single unit, e.g., reading and language arts.

*LInscored. The responses which comprise this category include: confused resronses. courses which were offered within a range of posOble
choices, anteresponses which did not provide sufficient data.

(Reoder 1974, p. 349)

The certification requirements for history and,social science coursework

for elementary teachers and secondary social studies teachers are shown in

Appendix Tables A-6 and A-7. The information contained in these tables was

drawn from a series of compilations of certification requirements published

annually by the University of Chicago Press (Woellner and Wooe1955-56; Woellner

and Wood 1965-66; and Woellner 1975-76). The requirements of ea state in

three different years (1955 -56; 1965-66; and 1975-76) are displayed.
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From these tables, it appears that-there was no trend either,towareoe

away from including social science coursework in the state certification

I: 1

requirements, for secondary social studies teachers and elementary teachers.

The explicit mention of the term social science instead f social studies'

and of the specific social sciences among the fined at about

the same level thhoughout the period, with 13 to 19 states me tioning such-

requirements. At the elementary level, 13 states in the 1955_156 period

mentioned social science or specific social sciences among the requirements;

1

1965-66, 18 states did so; and in 1975-76, 16.states. t t 'secondary

1 1 states mentioned social sciences or specific soci.4 sciences in'"

1955 -,6; 17, ih 1965-66; and 16 in 3§75-76:. Some states would use the term

social tierce in the early period and drop it.later, while others would use

. it through ut, and still others would pick it up only in the middle and/or

later period Thus, the picturejs-largely one'offluctuation: (it dlould

,*

be noted that n counting "mentions of specific social sciences," we did

not count states tat only mentioned political science and geography, since>

these have been incl ded in social studies requirements for some time. We

were only interested i states that mentioned the "newer" areas--economics,

sociology, social psycho gy, psychology, and anthropology.)

Although would appe r that there is no particular trend when looking

at the use of the term social cience and sepcific social sciences as a grOup, a

different picture might emerge Using a different criterion. This is the case

when one uses the two terms anthro olo and behavioral ,science(s).

Examination of'the number of specift mentions of these two terms in each

period shows a trend toward increasing attention to these areas. At the

elementary level, no state mentioned ant ropology or behavioral sciences as

required courses or courses allowable in meeting the social studies require-
.

ment in T955-56; one state mentioned anthropology and another)pentioned

147
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behavioral sciences as allowable or required ih 1965-66; and one state

mentioned anthropology and two others mentioned behavioral sciences as

allowableor required in 1975-76. At the secondary level, two states

mentioned anthropology as allowable or re "uired in 1955-56; three states

mentioned anthropology as allowable or required in 1955-56; three states

mentioned anthropology and one other mentioned behavioral sciences in 1965-66;

and four states mentioned anthropology and two others. behavioral sciences in

1975-76.

Characteristics of Teacher Educators

In 1963 Searles (1965) surveyed teacher educators, following up a study

he did in 19522' He found that 77 percent (68 of 88) held a doctorate in 1963

and that 50 percent of these had.received the degree in the last ten years,

35 percent had received the degree in.the.last 20, and 17 percent in the last

30 years. The field of.concentration for the 'degree is shown in Table 30.

The amount of experience the sample had had is shown in Table 31. The courses

most frequently taught by the.88 teachers surveyed were principles of education

.(13), general methods (.16), and supervision of student teachers (18) History

and/or social science courses were mentioned by 38, with history predominating.

This pattern is different from the-1952 pattern, with 42.percertt teaching

history/social science in 1963 compared to 27 percent in 1952.

The positions of those surveyed are shown in Table 32. Sear as noted

that the pattern of positions in 1963 compared with the 1952 study sholAed

"little change other than that there may now be a greater emphasis on

social science subject matter" (p. 448).

. The 21 colleges and universities surveyed by Searles reported graduating

about 2.5 doctorates in social studies education per year. Requirements for

14a
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, Table 30.

BACKGROUND OF METHODS TEACHERSTRAINING

Degree

Number of Institutions.

1952

196)

Without Or;duate
Programs

With Graduate
'Programs Total

11111.

Ed.D. 15 16 8 24
Ph.D.. 63 - 31 13 44.
M.A. 40 15 1 16

Date Craned Jy

1953-1963 31 13 44
1943-1952 52 25 5 30
1930 -1942 51

v..
12 3 15

Field of Concr;:i'ration
Histor,,sociirscience'
-Duct ate . 18 6 24
Master 43 12 55
Total dictorateirnaster 48 61 18 79
ndergraduate 89 58 17 75

Education
Doctorate 29 15' 44

Master 24 11 35
Total doctorate/master 73 53 26 79
Undergraduate 6 4 2 6

Other
Doctorate 0 0 o'

Mater 3 1 4

Total doctorate/master 4 3 4

Undergraduate 24 15 16
IlirsorylSocial Science Credit:

31-55 26 5 31

55.90 18 10 28

9;435 17 5 22

(Searles 1965, p..446)

selection into the doctoral programs of these schools included three years

of high school teaching, 35 credit hour's in social sciences, and 24 credits

in,profAsional education courses. Most asked for a B average and over half ,

asked for evidence of research activity. In more than half the schools, the

doctoral candidate was required .to take frai ten to 30 hours in history /social

sciences; and in half of thee schools, the hours had to be taken in one field
4-

only. About 40 credit hours in education courses were required (nine in social

-3
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.Table

BACKGROUND OF METHODS TEA CH ERSEXPERIENCE
\

6.

Teas Teaching Methods Course

NuMber of Institutions"

'1952

0

1963

Without Graduate
Programs \

i With Graduate
I Programs . Total

1.10 89 55 15 70

11 -20 22 11 6 17

21.30 15 3 1 4

Teas 'of Teaching in Secondary Schools
1-10 - 67 47 18 65

11 ,0 32 13 2 15

21 -30 13 7 1

Time of Last Teaching in Seconeloty
School

1.10. 62 22 11 ,,
33

11:0, , 21 3 7 100 0

.11-30' 13 17 4 21

Currently. 16 8 2 10

tseariess 1 hh, a. 44T)

I

I

I 4, ,
,

.
Table 42.

.,..

BACKGROUND OF METHODS TEACHERS =POSITION ON COLLEGE /UNIVERSITY FACULTY

0

1,1

Deportment Assignment
Secondary education. )
Education
HistoryWei:1 science
Joint ppoinunent

.01ir ,ro,,Isfr Taught
Eduction (miscellaneous)

Prine4ples of secondary educa-
tion

General methods.
Supervision of stucknt teachers

llistoryisocial science

Number' of Institutions

5 9

1952

1963

Without Graduate
Programs

With Graduate
Programs

27 13

12. 7

23 3

2 2

76 . 25 12

19 10 3

21 iS 1

22' 14 4

27 33 5

Total

10
14
26)

37

13
16

. 18 s
^ 38

6

f
-(Searles. 1965, pl.' 447) -

15'0
. .

aR
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foundations, seven in educational pSycholOgy, six in teachIng the social

7 '7 studies, ancyine in curriculum and supervision). Half of the institutions
. .

reported requiring some student apprentice activity, such _as a graduate

1:

o -

assistantship or supervision of student-teaching.

Elish (1973) surveyed 56 "methods instructors in.52 colleges and

universities in Ohio in the spring of 1973. These constituted 100 percent

of those-teaching secondary methods in that term. He found that 75 percent

were under 45 years of age and males predominated by'a 4:1 ratio. All but 17

percent were employed full time. Over 71 percent supervised student-teachers.

.Except for the teaching associates, all methods instructors at state

universities held doctorates and 50 percent at private schools held- doctorates.

More of the social studies methods instructors (83.61 percent) than general,

methods instructors (59.1 percent) were academically prepared in social sciences.

Both the secondary school teaching experience and the methods teaching

experience of the instructors were limited.

instructors were not professionally active.

Courses offered lrn the 52 institutions were
1'

In general, the methods

Seventy-two percent of the methods

controlled by the departments of

edutation'. 4heHunt.and Metcalf-methodstext was the most popular in the state.

Tacker (1972) was interested in a different sort of social studies teacher

'educator characteristic. In 1969 he surveyed a random sample (stratified

geographically) of 234 of the 806 college /university educators who were

members'of the National Council for the Social Studies. Of the 50.9 percent

of the returned questionnaires, loa. were instructors in preservice, secondary-
_

, ,
,

level teacher training progams.- These were used_for lysis. The respondents"' °°-

saw two
:

very distinct roles within the "new social studies"--developmental

/

and educational. They identified the first role wholly with the development
f.

,

projects and they did not see themselves -as having a major role in this.
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Instead, they saw their preservice courses as fulfilling the educational role.

Further, they were not happy with this division of labor: "they wished to

retain the upper hand with respect to the educational role, [and at the same

time] they preferred that the developmental role be shifted away from the USOE

and NSF projects, and to a much greater degree placed in the hands of class-
.

room teachers . . ."(p. 550). They did not see themselves-as taking over the

development role, however.

Also, the respondents were generally not pleased by what they saw as

"an:3ierly scholarly, cognitive, 'structure-of-the-discipline' approach to

social studies education" in the "new social studies" projects. They wanted

more attention to be given to normative, interdisciplinary, affective, and

community - centered aspects of social studies. Attitude& toward what ought to

be,happening in the social'; studies were closely tied to departmental

affiliation, however. Those holding appointments in schools of education

,showed greater disaffection\from the "new social studies" projects than those'

holding appointments in academic departments.

Among Tucker's overall cOnclusions was the suggestion that most methods,

professors in social studies would not be highly likely to help promote the

work of the projects. The pr4ects had, in a sense, circumvented schools of

education and gone directly to Ole elementary and secondary schools in their

disserpination efforts; as a result, many methods professors had not had a

chance to become familiar with the projects and.had, in a sense, been made

somewha "obsolescent",by them. Further, the splitting up of the roles of

developer and educator, which had formerly been combined in many methods

professors who were both textbook writers and' ruethods teachers, increased the

uneasiness of the methods professors. Also the projects approach was at odds

with a common conception held by methods professors, of the teacher as

'152
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developer of his/her own curricula: "....methods teachers tend to-want a kind.
#11,

of social studies that is not easily prepackaged" (pp. 553-54).

Thompson (1973) pursued some of the questions raised by Tucker's

findings. He sent questionnaires to 500 secondary social studies methods

teachers randomly selected from.all state four-year colleges, private four-

year colleges, and public and private universities granting doctorates in

education in the U.S. Two hundred ninety-eight (59.6 percent) of the

questionnaires were returned. Thompson found that 94 percent of the respondents

had taught previously at the secondary level and 44 percent held an academic

degree outside the field of education. Over half (53.6 percent) reported

having received training in the use of materials and strategies from one or

more "new social studies* projects. The greatest amount of"- support for any

single rationale for the "new social studies" was for the "process and

structure of the disciplines" rationale, supported by 36.6 percent. The most

commonly reported obstacle to acquiring "new social studies" materials was

financial and difficulty in obtaining"the project materials was a matter of

great concern among the instructors surveyed. Eleyey peril nt reported no "new

social studies" material's were available to their students. lore than 80

percent of the respondents said they had organized new courses o reoriented

existing courses to involve "new social studies" as'a major componerit\

Thompson found that TucKer's "value-conflict theory"--that methods profet rs'

dissatisfaction with the projects stemmed largely from the projects' lack of

stress on certain values--dif have validity. Thompson also found a "mis-

alignment" between the attiildes of methods instructors and the directions

taken by the projects, but he concluded that there was "no meaningful

opposition . . . among methods teachers to the new social studies"
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(abstract). Further, there was a "misalignment regarding the attitudes

toward social studies between instructors with degrees in the field of

education and those with backgrounds, in social science and'history," confirming

the differences found by Tucker (abstract). Finally, Thompson concluded that

methods instructors in four-year private colleges had the greatest need for

upgrading their social studies methods courses.

Inservice'Training of Social Studies Teachers

Kirby (1964) found that most junior, high school social studies teachers

in his Colorado sample continued their formal education beyond the bachelor's

degree, but relatively few engaged in programs directly related to teaching

junior high school social studies courses.

Wood (1966) found that the social studies inservice activities most

often conducted by Missouri high schools were, in rank order, in-session

workshops, faculty-meetings concerned with special problems of teachers,

and pre -term workshops.

-Pottzline (1966) summarized two evaluation surveys of the 1965 NI/EA

institutes in geography and history. In 1965-,the_first_year in which insti-

tutes were held in social studies areas--40 geography institutes and 84

history institutes took place, at a cost of more than five million dollars.

The evaluators of both kinds-of institute found that, on the whole, the content,

methods, and materials used in the institutes were of a quite traditional

variety. In practice, the emphasis was on transmission of factual knowledge,

although this goal was rarely cited as a primary objective. Lecture or

lecture plus question-and-answer sessions were the predominant modes of instruc-

tion and very little us was made of educational media such es overhead

transparencies, televis on, and tape recordings. Participants indicated that

little attention was given to classroom applications. The institute staff

154



-141-

members were judged to be inadequately aware of school programs, new materials,

and modern teaching techniques.

Godwin (1967) determined that less than one-half of the elementary

teachers in Nebraska schobl districts without a full-time elementary

curriculum director had completed a college or university course in methods'.

of teaching social studies or attended a workshop, institute, or inservice

program in social studies in the elementary schools since 1960. Saunders

(1968), surveying Nebraska elementary teachers in school districts with,a

full-time elementary curriculum director, found that less than half had

completed a college or university course in methods of teaching social

studies since 1960 and a little over one-fourth had attended a workshop,

institute, or inservice program since then.

A study by lialament (1968) of the 'orientation given beginning senior,

high social studies teachers in New York City found that new teachers found

the most valuable practices to be individual conferences with the'department

chairpersons, assistance with clerical work and discipline, and a reduced

teaching load the first year. -Least valuable practices were seminars or

institutes for new teachers conducted by nearby colleges or universities,

guided tours of the neighborhood, social events of the department, school,

or community, the Board of Education handbook, and meetings and publications

of professional associations.

Kaltsounis (1968) noted that NEA survey in 1966 founu the following

types of activities counted as meeting professional growth requirements in 307

school 'systems across the U.S.:

College course for credit

Workshop or inservice training sponsored by school system
Trayel

Noncredit courses or institutes not sponsored by school systems
Research
Work on school committees

155
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Professional writings

Attendance at professional conferences and conventions,
Supervision of student teaching
Holding office in professional associations.
Committee work in-professional associations
Community projects
Work experience

Other (includes wetting instructionarmaterials, college and university
teaching, lecturing, and civic activities)

(Kaltsounis 1968, p. 701)

Kaltsounis commented that the survey did not break out those activities

counting specifically as social studies professional growth requirements;

however, a group of nine teachers who participated in an NDEA institute

indicated that "social studies as a focus for inservice education continues

to receive very little attention, if any at all" (p. 701).- Only two of the

nine teachers served in systems that had'some kind of inservice education

in social studies. The most popular form appeared to be the workshop,

usually initiated by the administration, taking place after a full day's

work, and requiring teachers to attend. Teacher _involvement was usually

quite low and the mode of presentation was usually telling rather than

demonstrating or interacting. Kaltsounis did note that a form of inservice

O

education that had become increasingly popular during the previous few years

was the government-sponsored institute in history and social science. However,

these had been criticized for emphasizing "tough" graduate content to the

exclusion of opportunities to learn how to use the newly acquired knowledge

in precollege classrooms.

Two studies (Miller 1969 and Bachus 1972) found that social studies

teachers lacked a strong professional consciousness, as measured by membership

in professional organizations and reading of professional literature. Further,

,lone (1971) found that'social studies teachers and English teachers,tended tp

be more "education orttnted" but less "subject centered" than math and

science teachers. These.characteristics may have some bearing on the kinds of

1 5
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inservice professional development programs that are possible and effective
;,.

with social studies teachers.

,Summary Observations

1) .A substantial lumber of secondary social studies teachers during the
fifties and-sixties had majored in fields other than history and the

social sciences. Of those who didhave majors in history and social
science in the fifties and sixties, most had majored in history, especially
American history.

2) The social studies areas in which secondary social studies teachers as a
'group in the fifties and sixties were least well prepared academically
were economics, geography, sociology, and especially, anthropology.

3) Although there were few studies of elementary teacher preparation in the.
social studies, it would appear that elementary teachers were not well
prepared in history and the social sciences.

4) It appears that secondary social studies teachers with history/social
science preparation are often not assigned to teach courses in social

. studies areas for which they are prepared. In the late fifties and ,

sixties, at least, there appeared to be a tendency to assign teachers who
were poorly prepared.in history/social science, such as athletic coaches,

to teach social studies.

5) Only two post-1970 studies (both dissertations) were found bearing, on
the actual academic preparation of social studies teachers. From these,

we cannot tell clearly whether the picture presented above might have
changed recently, although the studies do hint that the situation remains-
the same as in the fifties and sixties.

In the fifties and sixties, the academic training pattern for preservice
secondary social studies teachers offered by teacher training institutions

was characterized-by the dominance of courses in with some addi-

tional work spread among some of the social sciences. This may have
changed somewhat by the late sixties, with greater emphasis being accorded
the social sciences; however, the history core still appears to be
dominant. Some studies noted a lack of interdisciplinary and capitone
courses to help students integrate their work in the separate social
science disciplines. Also, social science courses for preservice teachers

appear not to emphasize the inquiry methods of the disciplines sufficiently.

7) One cannot discern any particular trends over the 20-year period, 1955-1975,
toward or away from inclusion of social sciences in the state certification
requirements for secondary social Studies,teachers and elementary teachers.
The explicit mention of the term social science instead of social studies
and of the specific social scienciiii65i7Fi7equirements remained at.'
about the same'level throughout the period, with 13 to 19 states mentioning .

such requirements. (However, if one were.to take only two terms, anthro-

pology and behavioral science(s) as the criterion, a different trend
picture would emerge, showing an increase in attention to these areas.

8) Some information is available on the changes in characteristics of social
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studies teacher educators (methods professors) from the early fifties to
the early sixties. Amorig other things, there was a trend toward teacher
educators' teaching more histOry/social science courses instead of only
education courses. No recent information in this regard was \found.

9) One relatively recent survey of social studies methods professors showed
them to-have attitudes toward the "new social studies" projects that .,00*

would be likely to inhibit their use.of the products of these *vjectsIn
training preservice teachers. .A follow-up to that study, however, indi= or
cated that the projects may have had greater impact on methodslprofesiocs!
practices than the first study had suggested.

10) The literature describing pradtices in social studies fuervice\training
is rather spotty.
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Section 2.0

RESEARCH ON THE EFFECTIVENESS AND

EFFICIENCY OF PRACTICES IN SOCIAL

STUDIES/SOCIAL SCIENCE

EDUCATION

2.1 Introduction

2.2 An Overview of Research in Social Studies/Social Science Educatiod

2.3 Retearch on Effectiveness of Different Kinds of Content in Social

Studies/Social Science Education

2.4 Research qn Effectiveness and Efficienty of Social Studies/Social Science

Instructional Methods and Techniques

2.5 Research on Effectiveness and Efficiency of Social Stu'diei/Sucial Science

Educational Materials

2.6 Research on the Effects of Learner Variables in Social Studies/Social

Science tducation
,*,

2.7 Research on the EffeCtiveness of the "New Social Studies"

2.8 Research on the-,Social and Political Knowledge, Skill, and Attitudes

Outcomes of Schooling

2.9 Research on Teacher Education in Social Studies/Social Science Educatioh
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2.1 Introduction

This section of the report consists of eight major subsections, as

listed on the previous page. All focus on the question of the effectiveness

of various practices in social studies/social science education. The matter

of efficiency of practices is mentioned only rarely, Since hardly any research

exists in this area.

With the exception of subsection 2.8 (on outcomes Of schooling), all the

subsections are based on reports of research efforts that sought to discover

relationships among variables. This kind of research, labeled "scientific,"

is contrasted by Kerlinger with "status surveys," which seek "to learn the

status quo rather than to study the relations among variables" (Kerlinger

1964, p. 392). Status studies were the main kind of source used in the

subsection 2.8, as well as Section 1.0 of this report (on the state of

practices),

Since obtaining and reading all the reports of research studies conducted

during the last 20 years was impossible within the time constraints of this

project, we instead relied primarily on reviews of research. These sources
0P,

are described in the overview subsection (2.2), immediately following this .

introduction. The overview not only describes the sources used it this section,

but also presents a pictUre of the state of research in the field in general

and offers a number .of conclusions about research in social studies/social

science education. The subsequent subsections then present conclusions from

the research, that is, generalizations regarding ihe'substantive findings of

the research.

160 -
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A word about the placement of the subsection on outcomes of schooling

(2.8) s in order here. We debated whether to put this in Section 1.0-, on

the state of practices in the field, since subsection 2.8 deals with status

variables, too. However, outcomes are not practices and they appear to be

at least as relevant to the question of effectiveness as to the question of

status. Therefore, we placed the outcomes subsection within thu effective,

ness section, even though, for the most part, the'studies in 2.8 did not

attempt to connect outcomes to independent variables

4
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2.2 An Overview:of Research in Social Studies Education

\This subsection fo uies on the state of research in.social studies educa-

tion;\while later subsections examine the findings of that research. A brief

sketch\of the history of social studies research efforts is given first, followed,

by discussions of the amount of research in the field, the problem of developing

a cumulative research base, the topics of research in the field, the methodolo-

gies of.researchers, the grade levels on which research is done, and a few

miscellaneous items.

Sources

The olervations listed on pages 261 to 263 are based upon an examination

of *reviews of research in social studies/social science education covering the

period .1955 through 1975. Three types of reviews were examined: ".

1) "comprehensive" reviews--that fs, reviews that attempted to report

on research in all arms of social studies/social science education

covering the period 1955 through 1975. Three types of reviews were

examined:

a) Annual reviews.(that is, reviews of research reported during a

one-year period);

b) Multiyear reviews (covering periods- of-three or five or ten

years) composed of, several rather discrete special-focs chap-
- ters; and

,../-

c) multiyear reviews without such distinct subdivisions.

-2) "special-focus" reviews--that is, reveiws that attempted to exampe
only one particular segment of the field, such as'citizenship and
political socialization or simulations and-games in the social

studies:-

3) compilations of 'dissertation abstracts in the field.

A total of 52 reviews were consultdd:for this section of the report. (The

term review. as"used here, includes some items that are really not much more

than annotated b,bliooraphies of research. Although these sources, do not inter-

pret and summarize, the research, they are'useful in oiving some indication of the
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volume of research and-tobics of interest in particular areas.)' All but five of

these reviews focused specifically on social studies research. The five, which

are asterisked in the tableithat'followg', examined research in educational

area's beyond the social studies and were consulted in order to obtain some
47

perspective on the, state of social studies research on particulaY topics.in

comparison to research outside the social studies op those topics.

.4

Tablg 33

Research Reviews Consulted .

Comprehensive Reviews
a

Annual Reviews:

Multiyear Reviews Composed of -

Special -focus Chapters: .

Multiyear Reviews Without
Special-focus Chapters:

Special-focus Reviews

'Teacher Education:

Simulation/Games:

Critical Thinking, Etc.:
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'Harrison and Salomon (1965)
Cox, Girault, and Metcalf (1966)
Girault and Cox (1967)
Cox, Johnson, and Payette (1968)
Johnson, Payette, and Cox (1969)
Payette, C6x,.. and Johnson (1970)

Cox and Johnsen (1972)

Massiafas and Smith (1965)
Hunkins et al. (1977)

Gross and Badger ( -1960)

Harrison and Solomon (1964)
Skretttnq and Sundeen (1969)

Fair (1965)
Grannis (1970)
Weintraub (1970)
Rosenshine (1972)

-

Cherryholems (1966)
I

f

Fletcher (1971)
Wentworth and Lewis /(1973)

riaqley (1174)

Chapman et al. (1974')

Fersh (1955)
Gross and Mac Donald (1958)
Shaver (1962)
.Metcalf (1963)

*Hermann (1969)
Hawkins and Templeton'(197.2)

Templeton and Hain/lc-ins (1972)

Shaver and Larkins (1973)
Marsh (1974)'.4 :

Rice (1974)
Feely (lc. 6)
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Specific Instructional ,
.

Techniques: ,Dimond (1960),
Massialas (1969)

....- ...4
Ratrick (1969),

t
4

Economic Elucition:. Baker (1960)
Dawson (1969)
Dawson (1970)

Geographic Education' Saveland and ,Pannell (1975)

'Elementary Social Studies: Dunfee.(1970)

Reading and Social Studies: Lunstrum and Taylor (1977)
4

Values Education: - Raihs, Harmin, and Simon (1966)
Kirschenbaum (1975)

"New.Social Studies"
Materials: Wiley and Superka_117)

, .

ft ,Compilations of Dissertations

McPhie (1964)
Gross and De La Cruz (1971),
Chapin (1974)

-We are as certain as it is. possible to be that all compreheritive reviews of

research i, the social studies for the period 1955-1975 have been identified'.

Although an effort was.made to identify all the special-focus,i-eviews available

in social studies,, undoubtedly some were missed. Unlike .comprehensive reviews

of research, special-focus reviews are not always clearly labeled "review" in I

the title. Since some were located only by accident,'we feel relatively certain.

there ,are others 'out there" waiting to be discovers:''. lso-, a fevrof these

kinds of reviews proved to be unobtainable.
11,

Subsection 2p8, which examines surveys of student outcomes, is.based on

: sources other than the above-listed reviews of.research. The sources are

'described at the beginning of subsection 2.8. .
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-, Alocumentation and Discussion

Historical Perspective
0

In 1916, social studieswas born - -or at least christened. -In that year,

0
P

the name "social studies"'was bestowed on the field, which had come to be more

or less "officially" recognized as a.distinctive segment of the school curriculum.

HoWever, it was not until about a half century later that research in the

field truly blossomed. Prior to 1960, there had been only two comprehensive

+10

reviews of research in social studies education. The first was published in

0
(urra, Wesley,, and Zink) and the second in 1950 (Carr, Wesley, and Murra),

both under the auspices of the American Educational Research Association in its
A

Encyclopedia of Educational Research. Neither of these reviews is dealt with in

this 'report, since they precede the'assigned period 1955 through 1975.

It was another decade before a third review of research in social studies

appeared, again in the Encyclopedia (Gross and Badger 1960). Shortly after

this, social studies educators themselves--through their own organizational

auspices--began to sponsor research reviews and the reviews began. o appear more
.11

frequently. Starting in 1964, the National Council for the Social Studies

initiated an annual review of research, to be published in its journal, Social

Education. The 1964 review (Harrispn and Solomon) brought' readers up to date

since the 1960 review, covering the period 1960 through 1963; each year following

there appeared an annual review article.Aarrison and Solomon 1965; Cox, Girault,

and Metcalf,1966; Girault and Cox 1967; Cox, Johnson, and Payette 1968;

Johnson, Payette, and Cgx 1969; and Payette, Cox, and Johnson 1970). Also

during this period two multiyear reviews appeared elsewhere; in 1965 a volume

f8'cusing primarily on the period 1958 through 1963 was published commercially

(Massialas'and Smith) and in 1969a ten-year review appeared in the Encyclopedia

orEducation.(Skretting and Sundeen).

16;
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I '

Social Education decided to curtail the practice of publishing annual

reviews at the end ofthe sixties. One other annual review of social studies

research appeared, covering research done in 1970, but not in Social Education

(it was published by the Indiana Social Studies Quarterly) and not until 1972.

This year (1977, the National Council for the Social Studies is cosponsoring,

along with the ERIC Clearinghouse for Social Studies/Social Science Education

and the Social Science Education Consortium, a five-year review of social studies

research.
O

It is not clear why the annual reviews were stopped, for certainly

research activity in the field had not decreased., It may be--in fact, 'it is

likely that - -both researchers and practitioners/ did not find the annual' reviews

,

to be very useful. The writers of annual revi ws-Wefi extremely hesitant to

:comment on the research reported. In most cas s, these reviews were annotated

bibliographies in narrative form, certainly not designed to give practical

guidance to classroom teachers and only provid.4.1g minimal help to researchers.
I

Indeed, it would be'extremely difficult to dete t trends based on a review of

only one year's work in the field and it would be asking too much for reviewers

to venture interpretations on research scattered a ross all aspects of the field.

It appears that future reviews of research are likely to follow one or

both of two directions: multiyear reviews will prov'de ar opportunity To discern

trends and c,Imuletive development in research, while 'special -focus reviews will

allow reviewers to single out discrete topics for care ul interpretation. There

does, indeed, appear to be a trend toward topical reviews covering research donE

over several years' time; the number of special-focus reviews located in this

survey increased--during the sixties and early seventies.\

Amount of Social Studies Research

C The amount olif research actiVity in social studies--as Indicated by a rough

count of the number of research *arts cited in each comprehensive review--
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has been increasing 6irly steadily since 1960. (In counting research studies,

an attempt was made to eliminate purely theoretical treatises, methods texts,

. other reviews of research, and the like. As much as possible, the numbers

below indicate only reports of specific research projects.)

The annual reviews show a slight dip in amount .of research done during the

mid-sixties:

Table 34

Amount of Research--Annual Reviews

Review No.-of Studies

Harrison and Solomon, covering 1964 76

Cox, Girault, and Metcalf, covering 1965 74

Girault and Cox, covering 1966 56

Cox, vonnson, and Payette; covering 1967 _81

Johnson, Payette, and Cox, covering 1968 118

Payette, Cox, and Johnson, covering 1969 136

Cox and Johnson, covering 1970 182

Overall, this is a rather dramatic increase, more than doubling the amount of

research in the field during a seven-year period.

The pattern is not so ciear in the multiyear reviews, since most of those

were selective and the numbers of years covered were not always clearly delineated.

Nevertheless, the fioures may be worth noting:

Table 35

Amount of Research--Multiyear Reviews

.... No. of Studies

Gross and Gadger, covering pre-1960 research 274

Harrison and Solomon, covering four years 1960-63 , 124

Massialas and Smith, covering six years 1958-63 plus .

4 some earlier 336
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Skretting and Sundeen, covering ten years 1959-68

(highly selective) 95

Nunkins et al., covering six years 1970-75 plus some

earlier 385

The compilations of doctoral dissertations in the field may provide the

clearest indication of trends in the amount of research activity in the

field. Several of the comprehensive reviewers noted that doctoral dissertations

compose the largest percentage of research studies in secjal 4udies. The three

compilations of dissertations cover the period 1934 through March 1973. A total

of 1,199 dissertations are listed. (The actual total done would be somewhat

smaller than this, since there is some overlap between Gross-De La Cruz' and

Chapin's cataloguing for 1969.)

Table 36

Amount of Research--Di ss...tations

Compilation No. of Dissertations

McPhie, covering 1934-1962 inclusive 566

Gross and De La Cruz, covering 1963-1969 inclusive 216

Chapin, covering 1969 through March 1973 417

Chapin noted that, during the mid-sixties, approximately 50 dissertations were

being approved per year; but from 1969 to 1975100 were being produced per year.

The Problem of a Cumulative Research Base

Several reviewers have expressed concern over the lack of cumulatiyeness of

social studies educational research. In 1965 Cox and Cousins (in Massialas and

Smith 1965) pointed out that most 'of the research in social studies was done by

doctoral candidates and that these studies typically did not contribute to

building a systematic data baselto test sophisticated theories of method. They

noted that there had been only a few attempts to mount concerted and integrated
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inquiry in the field, most of these having been conducted prior to the sixties.

(They cite the Eight-Year Study reported in 1942, the Miami Experiment in

Democratic, Action-Centered Education reported in 1948, the Detroit Citizenship

Education Study reported in 1953, Bayles' experiments at the University of Kansas

reported in 1956, and their own Indiana Experiments in Inquiry reported in 1963.

The only other large-scale, coordinated, team research efforts cited in the

comprehensive reviews are the Stanford Social Education Study reported in 1948

and the University of Georgia's efforts directed by Marion Rice Over the last

decade.)

Several years later, the same complaint appeared again. Johnson, Payettd,

and Cox (19E9) and Payette, Ciix, and Johnson (1970) noted that the bulk of

research studies in the field were done by doctoral candidates. For instance,

74 percent of the studies done in 1968 were dissertations. Payette et al.

(1970) drew the following ipiplications from this:

Two important consequences follow from this preponderance of
dissertation research. The first is that most of the research
lacks continuity since the dissertation is usually the first
publishable work performed by the investigator. The second
consequence is that most of the research neglects the study
of broad and fundamental problems since the dissertation is
predominantly the work of an individual with limited time and
financial resources.

A

As further indication of lack of ctinuity, they noted that only six of the

investigators citedlor 1968 hid also been cited in the previous year's review.

Gross and De La Cruz (1971) found that, overall, social studies doctoral

dissertations were "fragmented": few related to one another or built upon one

another and fe4 were part of any overall design or large-scale research program.

There were very few longitudinal studies or studies that reached across grade

levels. They often produced mixed and conflicting results. The failure to

prove anything-at all was particularly disturbing to Gross and De La Cruz. This
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could be attributed at least in part to the field's being only on the threshold

of2scientific" experimentation; but also dissertations attempted to encompass

too many elements, followed weak designs, and used inadequate or improper

instrumentation. Such factors foreordained disappointing results. Gross.and

De La Cruz suggested that much of the responsibility for this situation rested

on the shoulders of faculty in schools of education who failed to give adequate

guidance to doctoral candidates.

The lack-of-continuity theme was picked up again by Tucker (in Hunkins

et al. 1977). He attributed the noncumulative nature of social studies,research

in teacher education to a lack of clarity about what social studies is, among

other things. Tucker was somewhat optimistic about the potential for building on

past research in the field, however. He detected several "emerging lines of

research" and urged his readers to follow ,up on them.

The central message of two of the special-focus reviews concerned the

problem of cumulativeness. Metcalf (1963) was perhaps the first of any reviewers

to reflect on the fragmentary character of social studies research efforts and

the consequent inconclusiveness of findings. He attributed this to the atheoretical,

or even antitheoretical, stance of most social studies researchers and argued

that they would continue to flail about until they directed their research efforts

to theory-based problems. Shaver and Larkins (1973) alsb argued for theory -

based research. Like Tucker (and before him), they _Intended that research must

be grounded on specific conceptions of what social studies is. They advodateda

conception of social studies as citizenship education; citizenship education was

defined, in turn, as education for critical thinking or reflective inquiry.

Amidst all this wringing of hands over the purported lack of cumulative

research in the social studies, one begins to wonder if the minor premise- -that

there is, in fact, no cumulative knowledge base--is true. Many of the reviews

110
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of research--particularly the annual reviews--do give the discouraging impression :

that research efforts are uncoordinated and more confusing than enlightening.
t

But at least some of this impression stems from the fact that the reviewers do not

organize and interpret the disparate bits and pieces of research that they

describe. (Some do not even (sport major conclusions of studies;.they only g-,e

design and procedural information.) The possibility that this negative impression

may be erroneous comes to mind when one reads the few 'reviawers who have.

attempted to tease, meaning and order our of numerous small; uncoordinated

studies (and a few series of coordinated studies) on limited topics conducted

over a period of years. Fdr instance, Martorella (in Hunkins et al. 1977) has

pieced together some practical guidelines'produced by research on factual and

conceptual learning. Some special -focus reviews move in this direction; tft.

Perhaps_there are a number of areas_in whia the research bise is there, waiting

for'someone to analyze and wring the meaning from it.

This is, not to fault the reviewers who are reticent to comment. In many

cases they have been severely constrained by the assignments given them. For

instance, the annual reviews were limited to covering research from only a

,single year, but had to cover everything in social studies for that year. It is

difficult if not impossible to detect trends and cumulative findings in a single

year's work; %and the difficulty is increased when one must examine research on

myriad questions rather than closely examine a few studies on-one or two topics.

In addition, reviewers are often constrained by the amount, of time they can devote

to the task; reviews of research are not known to attract substantial amounts

of financial support to release reviewers from their other duties.

Neither are we claiming that the problem of building a cumulative research

base in the social studies is meely a matter of improving reviews and thereby

."discovering" that the answers to all our questions have really been there-all

along. However, careful attention to already-existing research is likely to

171 6
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reveal that we "know" something more.than we think we know. Certainly, this

would help us to target'our future research efforts more carefully and avoid

rehashing points that have been studied sufficiently. Glass (1976) has

suggestedan approach to "milking" existing research that goes beyond even the
.-

traditional review: "meta-analysis." He uses the term

to refer to the statistical analysis of a large collection of
analysis results from individual studies for the purpose of
integrating the findings. It connotes a rigorous alternative
to the casual, narrative discussions of research studies which

. typify our attempts to make sense of the rapidly expanding -.

research literature. (p. 3)

Pulling meaning and practical guidelines out of the apparently confusing and

contradictory results of existing research may require that we come to regard the

tasks of reviewers as full-fledged research projects in themstives, meriting the

same levels of academic respectability and funding as projects dealing in

"original" research.

Research Topics

In many studs reported in the comprehensive reviews, curriculum content

(e.g., geography, history, anthropology) was at le'ast one major status variaule

and sometimes content was used as an independent variable. Not surprisingly,

Geography and history (both U.S. and world) received by far the most attention,

with civicx/government and economics following at some distance. Anthropology

and sociology trailed far behind and psychology received only scant mention.

Ethnic studies experienced an upsurge of interest during 1969, which was'maintained

.through 1975. The level of attention to it and to controversial issues as

subject matter has been about the same as attention to anthropology and

sociology. Controversial issues have been a peetistent theme, although interest

appears to have declined a. bit in the seventies. Current events and communism

were areas of interest in the early sixties, but attention dwindled to nothing
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in recent years. International relations/world affairs/global studies/area

studies is a cluster of topics in which there has been low, but sustained

interest 'ver the years. Until about 1970, there were a few studies each year

on the social sciences in general as components of the social studies curriculuM.

Another ever-popular _topic_of research has been the effects of instructional

techniques and methods. Numerous researchers have attempted to establih the .
superiority of one technique or method over another--discussion versus lecture;

"inquiry" versus "traditional"; simulation/games, "participation," grouping

strategies, role playing, programmed learning, questioning strategies, and so

forth versus something else. Particularly strong and continuing interest has

been shown in an area variously labeled critical thinking, reflective thinking,

inquiry, conceptual learning, higher-cognitive-level thinking, and pi"oblem

solving. Among the reviewers who comment at all on the research on instructional

methods, there has been a persistent lamentation about the discouraging lack of

telling results from the tremendous amount of research dope in this area. Not

until recently (Nartorella, in Hunkins et al. 1977) has there been any indication

from the reviews that we might have learned even a smidgeon from all these

efforts.

Most of the research on instruction has used student cognitive gain as the

outcome variable. However, attention to affective outcomes has increased rather

steadily since the mid-sixties. In the mid-sixties, the annual reviewers

called upon social studies educators to give more claFsroom and research

attention to the affective domain, to which they had traditionally_

given so much lip service. By,the mid-seventies, this call seemed to have been

answered; a major portion of the 1977 review (Ehman, in Hunkins et al. 1977) was

devoted to reviewing research on values and attitudes in the social studies.
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Numerous studies in which textbooks were analyzed and compared are reported

in all the comprehensive reviews., The three major analytical foci, accGrdin9 to .

a tally of such studies mentioned by comprehensive reviews, are readability.

bias, and inclusion of various kinds of content (especially social science

content). [Somewhat different emphases appeared from our own count of materials

analyses, reported in Section 1.0.] These studies almost always find major

shortcomings in textbooks; the one notable positive finding is that studies of

trends in treatment of blacks in texts have found some improvement in recent

years._ It has been pointed out (Ehman, Hunkins et at. 1977) that there is no

research on the effects of bias land other characteristics of texts) on student

cognitive and affective growth.

There has been some research using learner character;istics, capabilities,

behaviors, and dispositions as independent variables, although for the most part

learner variables are considered dependent variables in the social studies

research reviewed. A rather remarkable pendular swing appears to have taken

place over the last decade in social studies researchion learner variables.

In the mid-sixties, reviewers noted a number of studies we'e calling the notion
U

of,readiness into question. The Brunerian notion that any child can be taught

anything at aril, age seems to have held sway at that time. In the mid-seventies,

however, the idea of readiness in the form of Piagetian developmental stages

appears to have gained relative dominance, at least in the research community.

Teacher education is a topic that has gained substantially in popularity

_among social-studies-researChers:-.Altbouqh alrthe-doth-Orehensive reviewers

devoted at least'a few paragraphs to teacher education, Fair (1965) pointed out

that research in the area was still sparse in the mid-sixties. But since that

time, the amount of research in this area has increased. Tucker (jn Hunkins ,

et al. 1977) fdtind more. than enough work to report on in his review; and Chapin

(1974) found that the most popular topic of social studies dissertations done
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from 1969 through March of 1973 was "teachers and teacher education." Interest

in inservice education has risen especially significantly since 1967; only one

study was identified as dealing explicitly with inservice education in,the

pre-1967 comprehensive revids. (There are some hints, although no research on

the hypothesis, that the !neW social studies" movement may have contributed

.

largely to the upsurge in interest in teacher education, particularly inservice

education, Certainly, federal funding for inservice education must have

contributed to increases in research in this area.) A dominant theme in the

Studies on teacher preparation during the sixties was the poor subject-matter

preparation of social studies teachers. By the late sixties, howpver, some

researchersmere questioning whether subject-matter preparation was an important

variable in teaching effectiveness. They found that there was no correlation

between formal subject-matter preparation and teacher knowledge of the subject

or between formal subject-matter preparation and student cognitive learning.

Another major theme of ihe teacher education-researth concerned the effects of

special teacher training0 programs. Generally, studies in this area have found

that training programs do change teacher behaviors, but there is some question

as to whether the changed behaviors in turn have any effects on student outcomes.
o

Many, of the reviewers noted that very little research had been donelon

methods of evaluation in the social studies.

ReSearch Methodology

A rather hefty pel. .tage--probably well over half--of the studies reported

in the comprehensive reviews of social studies educational research have been

"status" (census-like) studies. These most=comMonly)includeSurveys of such

things as practices, teacher and student characteristics (attitudes, knowledge,

socioeconomic status, abilities, and the like), and curriculum objectives and

content;.descriptions of classroom programs and practices and teacher education

programs and practices; and comparative analyses of curriculum materials following

various sets of criteris. (Status research is not reported in this section.
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knsteid, status studies were used in the prec&T osection, on the state of

practices in social studies.)

A relatively small percentage of studies reported--though a percentage

that appears to have grpwn substantially in recent years--attempted to explore

relationships among variables. Most.of these "scientific" studies examine

betweenclassroom teach4ng methods, materials, and content, on the

one hand, and student Outcomes--primarily-cognitive--on the other. Some

surveys ave also explored relationships among 'variables through statistical

manipulation of data gathered at a'single point in time.

Only a very few studies have employed observational techniques in an

attempt to examine teacher and student behavior directly. There has been more

attention., to observed behavior recently, however.'

Also reently, there has been increased attention to interactions among

complex sets of variables, perhaps because of the growing sophistication of

statistical tkilmiques for dealing with such complex data However, behavioral

observation and attention to interactions cannot be said, by any means,,to be

dominant in current social studies research.

The three dissertation compilations provide an indication of changing

preferences for- carious research methodologies in social studies-research. Gross_

and De La Cruz (1971) compared the methodologies employed in'the dissertations

listed by icPhie and those they listed:
a

Table 37

Methodologies Used in Dissertations, 1934-1969

Methodology

Analytic

Developmental and Conceptual

Experimental

,Survey

Evaluative and Historical

Total Number of Studies

McPhie
(1934-1962) .

30%

20%'

20%

20%

10%

566 176

Gross & De La Cruz ,

(1963-1969)

35%

20%

10%

15%

20%

216
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Gross and De La Cruz noted that t major change was an increase in the percentage

of evaluative studies. Also, they found it distyrbing that the percentage of

experimental studies had decreased. They su ested that this might be partially

attributed to the increased-research'activity in.development centers, school

districts, and professional organizations, which might be drawing research tale

away from schools of education.

Chapin (1974) used a somewhat different classification system to categorize:\

the methodologies employed in dissertations produced from 1969 through March

1973: '

Table 38

Methodologies Used in Dissertations,i1969-1973

Methodology . ' (1969-1973).

Experimental 36%

Descriptive, Field 19%

r.
Questionnaire 15%

.Content Analysis 10%

Curriculum Development 8%

Historical 6%

Models, Theory 3%-

Interviews 3%

Total NUmber of Studies 417

Assuming Chapin's definition of experimental was similar to that used by Gross

and De La Cruz, the trend toward decreasing experimental studies had definitely

been reversed, with,154 of the 417 dissertations employinn experimental methods.

Grade Level Distribution

A'rough count of the numbers of studies focusInP on various grade levels,

as reported in thD. ,:cMprehensive reviews, -revealed that attention to elempntary

-and to high sr.ho,0 has been approximately equal overthe last two decad s. This

.1
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. .

finding tends' to call into question the oft-heard complaint .that the social

studies profession doe., roepay very much atLention to the problems of elementary

'teachers. However, Ch.5pin s tally of grade levels for dissertations from N1969

through March 1973 'suliports the complaint. She noted a relative neglect of

research at the elementary level among doctoralandidates:

Table 39

Grade Levels of Oissertations,.1969-1973

2.

.

Grade Level

Elemehtary (K-6)

Junior'Aigh''
, .

K-8. -

,

sia
.. -7Senior High

Juhior and Seri'

(

Percentage of bissertations,
1969-1973

1-f*
. 4

2

Higher Education, Teachers

Not stated, not relevant

3%

2:3%

4%

''Ounfee (1970), in her very thorough review of elementary social studies

research, pointed out there there was almost° no research on eleMentary social

The two levels than definitely receive short shrift from researchers, as

reflected botfi in thirough count of comprehensive review citations' and the

Chapin tally, are junior lligh'andpreschool:

MiscellenC
z

Charrin (1974)

studies doctorates

decentralization.

noted a changing pattern of institutions producing social

from 1963to_1973. There appeared to be a marked trend toward

She wondered if this might not cause problems of quality

coptrbl and of adequate dissemination of dissertation findings.
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Chapin also noted that a whopping 81 percent of social.studies doctoral

. candidates from 1969 to 1973 were male. It was not possible for her to determine

9
Minority group membership of candidates.

A typical comment made by reviewers is, "Teachers have been, encouraged to

use Method X (or Materials Y or Equipment Z) before there has been sufficient

research to show how and in what ways the method (materials, equipment) aid the

learning process. Such comments have merit from the point of view of rational

`decision making. 'Perhaps researchers and reviewes are right to bemoan the

tendency of advocates to push their products before the data are in." On the

other hand, from apractical standpoint,,one wonders if any innovation would

ever occur were we to wait for research results. Or, would-any substantial and

, sustained research get done at all without the presence of popular interest to

stimulate provision of funds over a period long enough and on an adequate scale
1.

to support the accomplishment of a "sufficient" amount of researcn (whatever

that is).

Findings of _Social Studies Research

The specific findings derived from the reviews of research will be presented

as appropriate under particular headings in the subsections that follow.

Summary Observations

1) Research in social studies/social science education did not really
blossom until the early 1960!s. Since about 1960 there appears to
have been a more or less steady increase each year in the amount of
research done in the field.,

2) Many of the reviewers of research have appeared hesitant to comment
upon and interpret research in the field. Needless to say, this makei
it difficult-to summarize the results, to date, of all these efforts.

3) Many, reviewers have expressed concern over the lack of a cumulative
,research base in Social studies/social science education

19
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1,

usually ,s a status variable but sometimes As an independent varia le--
4)- It should not be surprsing to learn that content (subject matter);

has been ale of the'major foci of inquiry in this field. Neither should
it be surprising that geography, U.S. history, and world history have
been by far the most studied, with civics/government and economics \

trailing at some distance. Behavioral science (anthrOpollOgy, sociology,
and psychology) subject matter has received very little attention. \

(Most of the, studies of content are dealt with in Section 1.0, since
they use subject matter as a status variable.)

5) Rivaling content variables as a focus of research have been instructional
techniques and methods.

6) -Another very Npular focus of research has been the analysis of textbook'
content. .; (These studies are-revie;ied in subsection '.4, since they are
classified as status studies.)

7) There has been less of a focus on learner variables (such as cognitive
and. affective development*, learning styles, motivation) than on the above \
areas as Independent variables.' As one might expect, learner variables
have been looked-at as outcomes and, for the most part, the
emphasis has been on cognition, although recently there has been increased
interest in the affective domain.

8) Teacher 4ducation appears to-have been of littl '-terest to researchers,

in social studies /social science education unt Je latter part of the
sixties. There has been a noticeable increase in the number of studks
focusing'on inservice education in the early seventies.

0

9) A large` proportion of research in the field has been in the nature of
"status" studies; that is, census-like surveys of the state cf curriculum
offerings, instructional Practices, teacher and student
and the like, with or no attempt to discover relatinnships among
such status variables. A,small but increasing percentage of the research
consists of studies employing "scientific" designs--that is, studies
e4amining relationships among variables. (Kerlinger, 1964,'p. 392) The

bulk of these explore relationships between classroom teaching strategies,
techniques, and materials, on the one hand, and student outcomes, primarily
cognitive, on the other.

10) The number of studies focusing on the elementar/ level and the number
focusing on the high school level appear to be approximately even. The

junior high-leyel-and preschool level have, by contrast, been neglected. //

11) Although we have not presented specific data in this report to support
the contention, it appears that the amount of research activity in social
stUdies,has been considerably lower than in other major sectors of/the
precollege curriculum.
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2.3 Research on Effectiveness of Different Kinds

of Content in Social Studies/Social Science Education

This brief subsection notes the lack of research on the relative merits of

using various kinds of content for achieving the goals of the social studiers.

Sources

All the reviews mentioned in bsection 2.2 were examined for possible

clues in regard to conten fectiveness research..

Documentation and Disc..sion

The "nature of the discipline" has long been a hotly debated issue among

social studies professionals. Barth and Shermis (1970) suggested that there

were three major schools of thought about the purposes and content of the social

studies:
ti

1) social studies as citizenship transmission;

2) social studies as social science; and

3) social studies as reflecti 1 inquiry.'

More recentlj, Brubaker, Simon, and Williams (1977) offered a.somewhat

different breakdown of the contending approaches:

1) social studies as knowledge of the past_ as a guide to good citizenship;

2) social studies as reflective inquiry;

3) social studies in the student-centered tradition;

4) social studies as structure of the disciplines; and

5) social studies as sociopolitical involvement.

1 $1

9
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Research is not likely to provide a resolution to these disaareements about

the nature of the field, since the issue is largely one involving differences

in values ar: goals. However, it has been suggested that there are some areas

in which sound empiri61 research could lend some clarification to the debate.

For instance, Shaver (1973), defining social studies as citizenship edu6ation,

suggested that research-shopld examine "whether and how social science courses

contribute to-the oft-stated goals of citizeoshii) education . . ." 1245).

Within the framework of a given set of goals for social studies, researchers

could illuminate' instrumental questions about what content ano how much of ';t

contributes most to the achievement of those goals.

Unfortunately, there appears to be virtually.no research comparing the

o
--merits of one type of content wicn another for achieving specified sets of social

studies goals and objectives. Skrettina and Sundeen (1969> noted that research

had not given an answer to the question of which type of content--concepts,

generalizations, and Tiethodologies associated with the social sciences or

content associated witn public- issues approaches such as that advocated by

Shaverwas the most appropriate and effective in the cognitive domain. Shaver

(1973) commented on the :lamentable 1-ck of research" in this area, one in

which "research is badly needed so that much of the -current rhetoric based on

suplositioncan be replaced by discourse based on evid6nce" (p. 1245),

Research reviews seem_to be of the ()Pinion that little or no empirical

research has been done on social studies content qu?stions, except, of course,

for status studies, such as surveys of the content actual'," being taught in

schools, of which there are many. However, it ifo..41d appear that at least cane

possible source of relevant finiings is available but has not been collated and

interpreted. Many of the research and evaluation studies on the "new social

studies" materials compared outcomes for students who had bee'h taught with

materials focusing on one kind of content (usually social science) with outcomes

for students who had been taught with materials focusing on another kind of

182
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content (usually chronological history or institutional civics content). (See

Wiley and Superka 1977 for a liiting of these studies.) This source of

information, comparing the merits of various kinds of content in achieving

various kinds of social studies liectives, is largely untapped. As a result,.

no generalizations.about the efects of content variables on outcomes can be

made here.

. Summary Obser.ations.

1) According to revieweof research in the social studies, little or no
empirical research has focused on questions abOut the relative merits
of different kinds of content (e.g., social science, public issues,
chronological history) in achieving the goals of the social studies.
The reviews have not identified, much less interpreted, any research
in this area.

2) One body of studies that appears to contain findings relevant to

question? about the comparative effects of different kinds of content
is that evaluating the effectiveness of various "new social studies"
materials in comparison to other materials. Often differences in
content were major variables in these studies. However, no one has
examined these studies as a group and interpreted their results as they
relate to the question of content effects.

o-
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2.4 Research on Effectiveness and Efficiency

of Social Studies/Social Science

Instructional Methods and Techniques

This sutsection reviews research on instructional methods in the social .

studies. Much of this research has examined what is variously called "critical

thinking," "inquiry," "problem solving," and the like. The findings of and

problems with this body of research are discussed. Then we take a10^'= at

research on more discretely defined, less global instructional tecPoiques, sucti
,

as procedures for teaching facts, procedures fOg:teaching concepts, mastery

learning, games and Sinu.lations, and the lecture method.
O

Source:.

The materials for this subsection was drawn from commentary provided in

both the comprehensive and the special-focus reviews of research in the social

sti.Jies. In addition, some information has been drawn from selected special-

focus yeviPws outside the social studies.

Eve comprehensive reviews. contained comments and information that have

beer incorporated here:

Hunkins et al. 1977 (chapters by Mohorella, Ehman, and Tucker)

Johnson., Payette, and Cox.1969

Massialas'and Smith 1965

Payette, Cox, and.JohnsOn 1970

Skretting and '.;!-,deen 1969

A. The largest single cluster of special-focus reviews in social studies

focused on critical thinking research. These include:

Feely 1976

Fersh 1955 (chapter by Gross)

Gross and MacDonald 1958

Hawkins and Templeton 1972

Marsh 1974

Metcalf 1963

Rice 1974 154
Shaver 1962

b



Barnes and Cl'Awson 1975

Hartley and Davies 1976

Finally, one review, also covering a broader range than social studies

subject matter, examined research comparing lecture and discussion methods:

Stovall 1958

Documentation and Discussion

This area of social studies/social science.educational research appears to',

be fairly chaotic, at least from the perspective of extant reviews, both compre-

hensive and sl.acial focus. Although a large portion of social studies research

falls under this heading, this research appears to have yielded few conclusions

a.

that one can endorse with much confidence and few guidelines for practitioners.

The picture is not entirely bleak, s=nce some order is beginning to take shape

in a few well - defined areas. These--as well as some still confused areas--w;11

be _noted in the discussior ofdiscretetechnigues below.
First, however, we shall

examine the research on more general instructionalapproaches in the social studies.

General Instructional Approaches: Critical Thinking

From reading reviews of research, one gets the impression that there are

really only two alternatives in the way of general, 3r comprehensive, approaches

to social studies instruction: '"critical thinking" (sometimes called byother

names) and "traditional,"

So-called traditional.approaChes include a host of "sins." Precise defini
r

tions of traditional teaching are hard to mile by, although it is usually

implied that such'teaching consists' -primarily of repeated cycles of lecture,

reading, recitation, and testing, or some variation thereon. There is little,

i any, research on traditional teaching itself--or at least no research that
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Shaver and Larkins 197.3

' Templeton and Hawkins 1972

In addition to the above reviews, which centered primarily on social studies, one

other, which looked at,"discovery learning" in a broader perspective, was

utilized:

Hermann 1.969

A number of special -focus reviews examined particular instructional

techniques. Five of these looked at research on simulations and games:

. Bagley f974°

Chapman et al. 1974

Cherryholmes 1966

Fletcher 1971

Wentworth and Lewis 1973

All but the Fletcher review focused specifically on simulation/gaming in.the:

social studies.,

One review examined, research on teaching reading in the social studies:

Lunstrum and Taylor 1977

TWo reviews summarized research on mastery learning, the first being a

review of mastery learning in all subjects and the second fgcusinq specifically

on social studies:

Block 1974

Rice ;376

Two other reviews 'examined research on values education techniques:

Kirschenbaum 1'9?5

Raths, Harmin, and Simon 1966

Two reviews, covering a broader scope than just social studies, summarized

research on pre-instructional strategies such as advance organizers and behavioral

objectives:

186
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we could find. Instead, traditional instruction seems to bewhatever the

comparison group is doing in contrast to the experimental[group. (This second-

fiddle role may account partially for the lack of a very clear conception of

t,*

"traditional" teaching in social studies.)

What the experimentalgroup is doing in most social studies research on

general approaches is usually labeled "critical thinking" or some variation

thereof. There has been much more attention to defiLition within the "critical

thinking" cluster than within the " traditional" cluster.. The various labels that

.have been used--critical thinking, reflective thinking, inquiry, higher-level

cognitive learning, and problem solving -- indicate a variety of attempts to

clarify exactly what this cluster of general approaches consists of. However,
.

the profession has not arrived at any consensus; in fact, one of the major.

problems with research in this area, according to reviewers, has been a lack

of clarity about what these various labels mean in operational terms. We have

grouped these possibly distinct cluster§ into one category here primarily

because most social studies educators seem still to think of them as either the

same thing or related things. They all appear to share the aim of moving

students toward the fullest development of human reasoning capacities. In this

report, we shall usually refer to this area as critical thinking,.simqly'to

amid having to repeat all the labels at every mention'.

Over. the period covered by this repOrtindeed, since at least the

Progressiveducation Movement--there has been a su&tained interest among social

,

studies educators ifi the'area of critical thinking. Several special-focus

reviews and almost all the comprehensive reviews have singled out critical

U thinking for some special attention. (Also, there have been a number of reviews

of research on critical thinking outside the social studies.) Some social

4
studies reviewers have claimed that there have been very few experimental

studies focusing on critical thinking, in spite of widespread lip-service to-

1 8 7
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critical thinking objectives in the social studies (Skretting and Sundeen 1959;

Shaver 1962; Metcalf 1963; Marsh 1974; Gross in Fersh 1955). A'perusal of

titles in the bibliographies of reviews, however, uncovers a rather large nurr.ber

of studies making reference to the area n ther.t4less It may be that the
A

reviewers who claim a'dearth of research in this area have developed sufficiently

precise conceptions to narrow the number of studies theyiconsider relevant;

however, this precision is notalways made explicit.
.

Overall Results. Almost unanimously the social studies reviewers who

attend to critical thinking complain that the results of research in the area

nave'been disappointing, at best. They say that the studies that have been

conducted show no consistent, significant results favoring critical thinking
a -

treatments (Johnson, Paette,.and Cox 1969; Payette, Cox, and Johnson 1970;

Shaver 1962; Metcalf 1963; Marsh 1974; Rice 1974). Marsh's summary of "inquiry"

'studies (1974) is particularly illuminating ,in this regard,rboth because of its

relative recency and because of his straightforward presentation of the data.

Marsh found a iotal. of 23 experimental studies conducted between 1967 and

1972 dealing with inquiry in the social studies. He classified these studies

as follows (p. 37):

Table 40

RESULTS OF EXPERIMENTS COMPARING INQUIRY TEACHING METHODS
IN SOCIAL STUDIES WITH OTHER METHODS-S1-967-72)

Dependent Significant for
Variabfie Inquiry Method

.0

Not Significant
for Inquiry Method

..avorable Results'for
Inquiry Method but
not Statistically

Significant

Recall 3' 2 ; 2

Transfer 2

Retention 1

Specific Inquiry
Variable (e.g.,
Questioning Skills 3 1 6

Inquiry Related

Variable(e.g.,
Public Interest) ,2 2

a 4

Total 11 12

1&8

11110111111111

a
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He thenproceeded to critique those studies that showed significLnt results

favoring inquiry, in which he found deficiencies in sampling and other conditions.
r

This eliminated all 11 studies favoring inquiry. In addition,' he found major
0 . ,

deficiencies in the remaining studies, such as brevity of treatment and failure

to provide details about teaching procedures." In the end, one is left without

evidenceto confirm or refute claims for inquiry.

Specific Findings. While recognizing the myriad freaknesses in studies on.

critical thinking instruction, a number of. reviewers have attempted to teage

out some specific findings and indicate some general tendencies suggested y the

body of research. These' "findinqs"-are-listed below:

1. Learning of facts: Studies consistently show critical thinking treat-

ments produce as much factual learning as do comparison treatments, even though

they,do not consistently show any superiority for critical thinking treatments

in this respect. On standardized tests, as well'as other measures of fact learn-,

ing,,students taught by critical thinking methods do as well as students taught

o 1..

by other methods'. (Cox and Cousins in Massialas_and Smith - 1.965; Tucker, in

Hunkins et al. 1977; Rice 19740empleton and Hawkins 1972)

2. Learning higheNlevel cognitive skills: At least some studies show,

that critical thinking methods can produce outcomes such as "independent

thinking," althoughsuch outcomes do not occur consistently in all studies.

(Templeton,andflawkins 1972)
, -

3. Guidance versus no guidance:' Explicit teachind'of inquiry skills

, 4
rather than pure discovery incidental learning produces 'greater profitiency

in those skills (Cox and Cousins in Massialas.and Smith 1965)1 At_least some

guidance is beneficial, but its absence delays rather than prevents solutions to

problems (Gross and MacDonald ,1958).
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a

6
4. Kinds of guidance The effectiveness of guidance does not.depend

,

solely on the amount of informatinn imparted. Providing a method rather than a

'principle,may be more helpful for less able students.in problem-solving

instruction. (Gross andiMacDonald19511)

5. Attitude change: Inquiry approaches appeah to create favorable student

attitudes toward social studies (Tucker, ,in Hunkins et al. 1977). Other

attitudinal effe ts may also be signfficant ftnefits of critical 'thinking

approaches as contrasted with other approaches '(Martorel.la, in'Hunkiris. et al,

1977; Hawkins andfempleton 1972).

6., Efficiency: Searching mods of instruction take more time to cover '

a given. amount of content than do reception modes'(Rice 1974; N;mkins and

Templeton 1972)..

7. Kinds of content: The rftaliseof the problem makes no difference to

the quality of solution developed (Gross and MacDon'ald 1958).

a

.8. Grade levels: Inquiry methods can-produce inceements in learning at

the elementary level as well as at the secondary level (Templeton and Hawkins 19M,
.

9. Studentabilitylevels: Contrary tcl received opinion, disadvantaged,

low-ability youngsters can learn from open -ended strategies (Hawkins and Templeton

1972).
, -

10. Individual differences': Students' mental sets, such as rigidity and

dogmatism, and anx'i'ety may affect abilities to benefit from inquiry approaches.
o

';Fesearch suggets a number of specific means for reducing set :Ad anxiety.
s,

(Cox and Cousins in'tlassialas and Smith 1965; Gross and,MacOonald 1958)

If these few scattered findings, which are tentative SUqq6stions at bese-

(except for the first), are all that social 'studies researchers can tell us about
: .

teaching critical thinking,
ethen

research is indeed in a pitiful -state. However,
, ,s9

at least a couple of writer's give us'snme reason to question whether research or

critical thinking has been so fruitless. First, Feely (1976) notes that
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1
.4 I

. ' - 4
.1. r r

.
research efforts that have 6roken'down the notion ofcritical.thinking into

.A
.

somewhat discrete taqs, fa"owing what he calls the "logical paradigm" instead
-e- . . ' %,.

of the "mental pamigm," hay.a produced fairly clear results in some areas. . , 1

Second, tlartoreifijin Hunkinset al. 19 'distuts
,.

-A
ones that are impertapt element.of, cr+tit2rt4nkln

'.tilikcognitive 'areas--

whiCh rese:.^rch.hai '

A
: -

yielded specific, clear guidelines for instructional ractfce. These are
.

''factual )earning' and dorfteptual

'described belbw in the discrete techniques

e

(Martorelles -conciuio4 are
.s

section.) .Like Feely, Nartorefla.1

has found that research that focuses on discrete tasks ha's produc dflluminating
;

results.- Ft should be noted that neither-Feely nor Martorella 1 it h

' A -

search to studies within the social studies,LWhile 04,revtewers w Have come

up with discouraging conslusions have generally locked only or primarily at
,

-

social studies researct. (This, is not meant to imply that socialudies

research is barren while researchers in other fields have been productive.
,; .

. . . .

Rather, the implication is that sodal studies research needs to be
,

compiled
- c. 1

and interpreted together with research from other area?. y

It may be-useful at this point tW examine briefl4findtngi in eegard to,,
4 r .

-,)^.- -. .

,

inquiry, methad&that have been culled froethe more general educational research,

. '

done mostly by learOng psychologists. Hermann (1969) examined "learning by
- .

discovery" experiments _nd,.while cautioning the reader about deficiencies in c,

-the research, listed the following findings as ones that cotild be stated with

at least some degree of confidence:

1) Better retentro4 results from ruleg (rule-example) learning than /

from egrule (example'rule or inductive) learning.

2) Better transfer results from discovery learning.
r,

--3) As the difficulty/ of the tranger task Increases, discovery becoMes

----relatively more/effective.
, :

4) As the time between learning and testinwon the transfertask,increaSes; iISP '
; i 7

discovery is relatively more effective,. ..

.1-9-1 i-
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,
.

.

,%.

-.

fti 5). Wheh the learning task invd)ves material such as that taught in

' 'si.hools, discovery is relatively more effective.
, e

' t I*
6) -Discovery learning may-be-more effective when student background ..

. ,kno*ledge in'thesubjecteing ,taught- is 1 imited.4

,. .-
i

-I.

7) Discovery methods r."--e relatively mOre-effective-for-low-ability ,,

. -\ : q/ , :
-

1 t

/ than for. high ability groups, ,

./
..

.
.

/
. 8) ImmediatTverbaiization'or further learning aftpr material has been '', t

learnec(hrough discovery adversely affects the original learning.
..___.

9), A "reashable degree ,of gutdance'is better than little guidance in

discovery learning.
.

i

10) Discovery learning take s more time than reception learning and tettei.- .

,
.

resultS could in some Cases beattributed to this.

Problems.with Critical Thinking Research. 'Reviewers have su gested there

are three major probleMs blocking progress in critical thinking research:

,(1) failure to consider critical thinking instruction tn a comprehensive

.4

theoretical perspective; (2) failure to control treatont variables sufficiently;
A ' ,

and (3) failure to useadeguate, appropriate dependent measures. ; .

, . A- "
Metcalf (1963) and ShaViF-and Larkins (1973) both argue that instructional.

research.in social studies pays scant attention to theory. This, of course, .

leads to, a' lack of-clafitY about exactly what is being studied or what ought to

be studied. The atheotzticar; or even antithe9retical, mentality that-seems
,

to pervade the field has fragmented, "shotgun" orientation, in which

critics can legitimately claim that "research doesn't tell us a damn thing."

If research were more ,clearly theory based; one, Of the benefits would

probably be more careful control of independent variables. The second major

criticism of critical thinking research has been that It generally fails to

. control treatment variablii.s. Metcaif, arguing for testing of a particular

theory of:reflective thinking based on the ideas of Dewey and Griffin and

.192
fa.
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following a Hembeliam,model of deduction, suggested that

Statements that assign more importance to teacher personality
and variety of technique than to any other factors will
probably be.made until research on technique brings under
control variables as basic as the amount and quality of
reflection taking place in the classroom. (Metcalf 1963,

p. 156)

0

Payette, Cox,and Johnson (1970) noted that researchers who worked with gross,.

variables, rather thap'nalyzing critical thinking into its component parts,

produced yery confusing and mixed results. Martorella (in Hunkins et al. 1977) ;

also concluded that research on the cognitive effects of "nonexpository methods

of instruction" defied summarization, for, although the labels given to treat-
,

ments in these studies were similar Oar instance, "inquiry" versus "traditional ",

methods), it was not at all deaar that the experimental treatments themselVes
. -.

were comparable or that experimental and comparison treatments differed-froth

each other significantly. Shaver and Larkins.(1973)' pointed out that researchers°

frequently fail to verify that "the independent variable of teacher behavior

did indeed occur as assume& (p. 1249). Marsh (1974), too, argued for greater

clarification of the "omnibus" term, inquiry, for research purposes. Finally,.

.

Feely (1976) argued that de "logical paradigm," Which breaks critical thinking

down into component operations, would be much more fruitful than the "mental .

4

paradigm," which views critical thinking as something like a mysterious black box:

A third major problem in critical thinking research in the sociailstudies

concerns measures of the dependent variables. Shaver and Larkins (1973), noted

Oat the "achievement of objectives sought in social studies instruction is

typically difficult to measure . . ." (p. 1250).

Ond reaction tq the difficulty of treasuring commonly
espoused social studies objectives has been a regressive
tendency for researchers to fall batk on that which is easily
measurable-- knowledge -- ignoring attitudes, values and thought

processes. Consequently, much.of what is measured in rese3rch
on teaching social studies is not relevant to many of the r
common objectives of the curriculum area. (p. 1250)

0 ,

a
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They suggest that this problem, too, results from lack of a clear theory of

critical thinking: "Lacking a well-explicated conception of critical thinking,

researchers too often make their judgments of test validity by defult, simply

accepting a test,because it is published and available" (p. 1250). e'

Ie-addition to the three major problem areas ci+71 by reviewers of critical

thinking research, a fdurth problem might be mentioned. As noted previously,

those reviewers who have detected some progress in critical thinking research

have generally looked both at social studies research and research done outside

the social studies. It would seem that insularity has contributed at least a

small amount,io the bleak impression of the state of our knowledge in this area.

-Digcrete Techniques 0

Both comprehensive and special-focUs reviewers drew some conclusions about

various discrete technigOes that have been studied by, researchers. The discrete

techniques on which reviewers commented are the following: 'factual teaching,.

conceptual, teaching, mastery/learning, questioning, behavioral objectives,
3

advanCe organizers, lecture and discussion, reading, self-pacing and student

autonomy, simulations' and games, values education techniques, and classroom

climate.

Factual Teaching. Mirtorella'(in Hunkins et al. 1977) described 7a "weil-

established model for factual learning" that had been confirmed through research.

Teaching facts invoices moving a student through the followin teps:

1) attending to stimuli;

2) discriminating the stimulus to be learned;

3) practicing the material;

4) actuo -1 learning experiences; and

5) overlearhing.

In the process, mediators are introduced to help organize the materials; periodic

reinforcement is administered; and feedbackis given.

194



4?

S.

-181-

Concept Teaching. Martorella (in Hunkins et al. 1977) also described a

skeletal model for concept learning that has been confirmed by research. It

includes the fgllowing components:

1) assessing the concept rule and criterial attributes preceding

instruction;

introducing,students to a number of examples and nanexamples selected

on the basis if the preassessment;

3) helping students to attend to the relevant dimensions of the concept;

4) stating a definition of the concept in terms meaningful to the students;

5) providing students with some strategy for distinguishing examples and

nonexamples as wel as criteial and.noncriterial attributes of the

concept;

6) teaching triterial attributes. to students at some point, unless they

Already know them;

7) providing opportunity to experiment or practice with cases; and

8) 'providing feedback on correctness of responses.

Different levels of mastery of a concept-are possible. For young Chi Iren,

visual stimuli rather than verbal should be used whenever possible.

Martorella notes, by the'way, that, while the cumulative researchon factual

and conceptual learning is at a relatively advanced stage, there has been little

systematic application of these findings in the construction of curriculum
O

Materials.

Mastery Learning, Mastery learning has received much attention in the

general educational research literature in recent years. Block (1974) reviewed

research on mastery learning in the classroom and offered the following

generalizations:

1) Masteili learning can yield substantially greater student achievement

..

in certain subjects than lecturi-recitation or lecture-discussion.

195



.4 -102-

2 There is reaton to believe that future studies will show mastery

leaning yiel4greater retention than nonmastery approaches. n9
, -

3) There are hints in the research that mastery approaches' yield greater

transfer of training than nonmastery approaches.

4) In the short run at least, mastery approaches have noticeable effects

on student interest and attitudes. High levels of interestin and

positive attitudes towardtopics.studied occur with mastery approaches:

, Mastery learning generates students' confidence in their ability to

learn. Also, over the short run, students enjoy mastery approaches.

Mastery treatments yield less variability in student achievement than

nonmastery treatments and may reduce individual differences in learning

rites.

It should be noted that, in the first generalization, Block limits his

conclusion to "certain subjects"-(which he does not specify). It appears that

social studies is one of the more difficult areas in which toapply mastery

learning apprpaches. A cluster of studies done recently at the University of

A
Georgia demonstrated no support for mastery learning's cognitiie effects in the

social studies. The mastery learning materials and procedures used in these

studies Oid not overcome initialdifferences in aptitude among students. (Rice'

1976; Martorella, in Hunkins etl. 1977)

Questioning. There has been a fairly dramatic increase in research on

classroom questioning An the last ten years. Altnough several of the'more recent

comprehensive reviews.described questioning studies, Martorella (in Hunkins et al.

1977) was the only reviewer to provide a summary of results. He claimed that

S

. this body of research had not yielded clear,-practical guidelines as yet. Most

of the studies have dealt with the effects of different levels of questions rather

than questioning patterns or-sequences. The results VI levels are quite checkbred.

Martorella recommended concentrating futuriattention on patterns rather than

levels.

196
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Behavioral Objectives. According to Skrettineand Sundeen in 1969, there

had been little research ontsocial studies objectives (other than surveys of

what people thought social studies objectives should be and were). By 1977,

Martorella (in Hunkins et 11. 1977).was able to devote several paragraphs to a

discussion of research on behavioAl objectives in the social studies. Martorella

referred readers to Hartley and Davies (1976 for a more detailed review of

behavioral objectives reseaitli. ,The Hartley and Davies review examined studies

from all areas, not just social studiel; however, they noted that subject area,.

did not seem to make a difference. Their conclusions :included:

1) Behavioral objectives work best when they are salient to the task.

2) Disclosing behavioral objectives works better prior to traditional'

types of teaching than to nontraditional.

3) Closely structured materials tend to make behavioral objectives

0.

superfluous. .

4) Behavioral objectives are not useful in learning tasks cajling for

knowledge and comprehension.

5) Behavioral objectives are more useful in higher-level tasks of

. analysis. synthesis, and evaluation.

6) Behavioral objectives reduce the need for reasoning on certain tasks.

7) Behavioral objectives sometimes interfere in problem-solving tasks..

8) Students of middle ability profit more from bebaviOral objectives than

do students of low or high ability.

9) Disclosing behavioral objectives reduces student anxiety.

4

10) Behavioral objectives are less effective with submissive, self-controlled,

considerate, and conscientious students.

11) The effects of behavioral objectives on learning are not clearcut,--

butin-thOse casespwhere a significant effect has been found, it hasll'

almost always been in faVor of behavioral objectives.
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12) Length of instruction, level of education, and type of subject do not

appear to make a difference in the effectiveness-of behavioral

objectives.

Advance Organizers. Advance organizers are another device that has received

much attention only recently in social studies research. Mirtorella (in°Hunkins

4

' et al. 1977) and Hartley and Davies (1976) both describe results in this area

as-"confused," at best. Barnes and Clawson (1575) reviewed 32 studies done

between 1960 and 1974 on advance organizers. These-studies, used both social

studies and other subject matter. Their major points were the following:

6

1) Twelve of the 32.studies reported significant results favoring

advance organizers and 20.reported nonsignificant effects. .

..-

it. 2) Length of treatment was not a factor facilitating effects.
6

3) There were no trends indicating.advance organizers have differential

effects on students,of low, middle, and high abilities.,
, r
. There were no consistent differential effects'by subject' matter.

. p
(social studies, mathand.science).

5) There were no apparentgrade-level effects.

- 6) The studies 4o not support the use of written organizers; there are

too few studies on 60er kinds (such as visual organizers or games)

to warrant any conclusions. !,

7) No dgenera3izations-Can be made about effects of advance organizers on

tasks of different cognitive levels..

8) In sum, "the efficacy of advance olrganizers-has not been established"

(p. 651). Barnes and Clawson do, however, recommend a plan for future

research in thearea.

Lecture and Discussion. The relative merits of lecture versus discussion

have not been of very great interest recently; however, Stovall summarized

research findings on this issue in 1958. Stovall's review was not.limited to

social studies research. He enumerated the following generalizations:
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1) Objective tests of recall or recognition of factual in'fbAlation show

lecture and discussieh methods to be approximately equalAn most'ases,

although some experimenters have reported results favoring lecture.

2)4 Only.a few studies have at the effects of lecture versus

discussion on retention of information. One series found retention

significantly better for discussion daises than for reading and lec-

ture clastes without discussion , f`

..
3) Discussion is significantivuperior to lecture it promoting ability .

ti

,to evaluate; synthesize, draw inferences, perceive relationships,

and make applications of material learned.

Lectures can change expressed attitudes; ffowever,the,preponderance

of evidence from varied sources indicates that group discussionis

distinctly superior to. lecture in changing- attitudes and behavior.

Listening to lectures is mainly an individualistic activity. "By

contrast, good group discussion is aidto the development of the

kind of relationships among:stude s and between teacher and students

which research has revealed to be'ne ssary for hiphest levels of

achievement." (p. 256)

6) Research has raised,serious doubts abo t the quality of discussion

possible in groups larger thall 12. -e

4
Stovall adds a final caution, lest educato s become too enamored with

discussion:

It should be apparent that profitable deve opmental
discussion' cannot be carried on unless those pa ticipating
have some knowledge of pertinent facts, and re arch has
shown the lecturA, as"well as reading, to be n effective
means. of providing this basic information ficiently.
(p. 257)

c

Reading. Off and on over the la t 20 years, the relationship betw4en

reading and social studies achievement has cropped up as a research interest.

Currently, with the pressure of the back-to-basics movement, teaching reading

in the social studies has become 6 muchltiOSed-about topic among social
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studies practitioners. It is likely that we shall see another outcropping of

research studies in this area quite soon. In 1960, Gross and Badger commented ^.

that another reviewer had summarized.researdhson reading in the social studies'

in 1941, and that experiMentation since that time revealed littlethat was

'startlingly different."- Poor reading ability was a major cause 'of failure in
.

social 'studie's and social studies teachers had few skills in teaching reading.

tv.

Lunstrum and Taylor (1977) have reinforced this conclusion recently. They

describe a number-of practical techniques, supported by research (done primarily

by reading specialists, not social studies educators), for teachers to use in

improving reading skills while teaching social.studies content. Ehman (in

Hunkins et al. 1977) noted that there was some evidence that values-clarification

"techniques can enhance reading comprehension. ,(See below for discusslon of

valbes education techniques.)

Self-pacing and Student Autonomy. Martorella (ip Hunkins et al. 1977)

reported briefly on three stud' s dealing with student self - pacing and autonomy.

All threescame to essentially similar conclusions: such practices produce no

significant cognitive differences. No findings related affective outcomes of

student self- pacing and autonomy were reported in the comprehensive or special-
* .0

-focus reviews.

Simulations and Games. There has been tremendous practical and research

interest 'n social studies simulations and games during the last(decade. While

Cherryholmes (1966) found only six studies in the area, more recent reviewers

have found around 50. Althguoh only one comprehensive reviewer singled out t4iis

area for commentr five special-focus reviews have been devoted to the topic.

Martorella(in Hunkin et al. '1977) no ''ed that, unlike mastery learning,

simulations and games lend themgelves easily to social studies subject`matter.

The studies Martorella reviewed indicated that- simulations and games appeared

to be at least as effective as other instructional systems tn terms of cognitive

200
4

cf



4

4 a

. J
e e s

of

0'187

.1,

.
.1 0 '

effects, altHough.they have not provento be consistently superior to other-
,-

. . .../ (
. .:,

. instructional systems in this respect. -He suggested that the strongest benefits .

simulations_and games_may_lie in_their_attitudinal_effects; however., he 'did

2,

not review the literature xelated to. these, effects!.

.:(

Wentworth and Lewis (1973) examined 48 studies on simulations.and games.

They stated three conclusions tha't appear still fo be the only conclusions that

one .can draw with any confidence from the research in this area:

1) Simulations and gimes "do not appear to have any clear advantage in

teaching content to students"(p. 438).

a
\

2) Simulations and games "appear to have a positive influence on student

fattitudes"(p: 438).1'.,,",

3) 'Simulations and games "appear to be influential in encouraging studentt

to become more actively involved in the learning process" (p. 438-39).

Bagley (1974), based on a review of ten studies, added one further

conclusion:

-

,4) "Of the thany variables investigated, only sex and ability are consistently

shown to he-important game mediating influence' (p. 288).

.

Chapman et al. (1974), reviewing approximately 50 studies, were able to'

elaborate somewhaton the second conclusion presented above. They noted that

the data.suggesthat games can increase sympathetic
understanding about problem situations in which people
find themselves--as represented by the roles in the
'game--but this effect may not be enduring. Also, games
do not seem to improve a player's sense of control over
the real world. attitude change which results from
simulation/gaming tends to he gable- specific. (p..21)

In rejard tc the first Conclusion listed above, Chapman et al. pointed out

that very few'studies attempted to evaluate higher cognitive outcomes.
.

Wentworth and Lewis suggested several reasons for the 106 Of clearer

findings from the research on simulations and games for the,social studies. Most

of the research employed inadequate tes.al procedures and research designs,
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used unsophisticated statistics,--and did not distinguish important'variables.-

[These complaints are becoming a-familiar refraiff.] FletCher(1971) has voiced -..
.

a criticism ab@t the "shotgun" nature of research in this area. It has
..

.

. .
. . .

consisted mainly of single studies of particular games; each using diffeivni
.

-
. .

.

test batteries and measuring different independent and dependent variables.

Values Education. Beyond the question of stgdents'-liking,of social studies,.

.,.

the early comprehensive reviewers g6nerally pain little attention-to affective
.

. .. . - .
.

.

- .

outcomes of instruction.. Apparently there were very few social studies research . -

0

effortsthg attempted to detect links between inslruCtional'Meihods and student
.

values, attitudes, and belief's before about 1970. 16ck of attdntion was

.noted in two'comprehensive reyiews (Cox, Girault,and Metcalf 1966 and Girault
w w

and Cox 1967). The first noted-that, although many of the studies dorie in 1965
0.

V e''' 4,

attended in significant ways to value questions,
;
thd reiearC'hers.approached theF

--

questions by means of examining the "official"'-tieatmentiof values in- textbook§

,and instruction rather than "grappling with the actual attitudes andvalugs

student's themselves bring\into and takeaway fromthe sotialstulles clasiroom"'

(p. 125). Iii the 1967 review, the reviewers suggested that more

--".

research activity ought be occurrinVin thisiarea, in which todi\al studies

educators expresS so much concern and which is so central to social studies.

< They suggested that onedifficuity might be the lack of appropriate measurement

instruments. (Apparently some research on values instruction had been occurring

in the ea'rlly and mid-six ties, for in 1966 Riths, Harmin, and 'Simon were able' to'
.

review 12 studies 9f values clarification treatments. This work appears not to

have seeped into the awareness. of social studies educators at the time of the

dforementioned reviews.).
. \ .

By the 1970s, values 'education was a "hot topic" in social studies.

Superka et_al. (1976) developed a classification
.

sYstem to help educators sort
_

out .the prodigious amounts of curriculum_materials that were appea"ing. The

.:. ----- .
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. .

six.types'of values education
.
triatMents'identified in the Superka classification

.. .. . ,
--

)4ere: inculoatlon; moral development( value analysis, valueI.. clarification,
:,

.

action learning, and evocacionind union:, . i ,

Ehman (in Hunkins et aL:1977) retiewed restarch.ln three of these areas

He noted that he as able to

The comments reported beloW are

.1z4

(61arification, anafyiis, and moral develoiXtient)

identify no research in the otherthree areas.
_ ... .

taken priimarily from Ehman.. T.,6111,-Ehman noted that'the reseakh.base in

values education is- still quite week and that:additional research is badly needed'
, ,

.. ---

1p view bf the populirity bordering on faddishness, of values education.
. . ..

-N0).',Values Clarification: Rapis, Harmin,.afld Simon (1966) reviewed' 12

,

D

O

studies testing the hyothesis that values clarification techniques wo41d; 4 .'
.

1 . .' / 44... .
' . ' .1

change non-value-based behavior to value-based (purposeful, cons stent:, and ra- -.,.

. ..
-

. r
. , z.

tional) behavior. ;TheseshOWed positive tendencies but were .not entirelyconsistept. ,,,.;,
.

, ., ..

dl

.
. .....*" ,

After 1966, apparently thele war a ldll in value's arification research;

secondswavedf research in. the area developed-in,,,the early 1970s. K4rschenbaum.
...

(1975) revieved 11 studies from this second, wave, but dicnot att,empt.to'drori
.

"-°any conclusions from them. .

The. date of the earliest study revieweeby Ehman was 1973., EhminAiled that.

all of the clarification studies done so far had.tOdused on thupper-elementary

and middle-school levels. There Was some gvidence.that values. clarification'
.

techniques could change self concept and behal7ior at the upper - elementary level- - '

.
. . ., \

. . 4
,

,
A

after several weeks' treatment.' Also', there was gbod reasbrito-fbefleve that. 4.

. 1. ,
, , ;:,. ,,, -

.1

values clarification techniques could positively affect cognitive otitcomes-p,

specifically, reading-comprehension. Ehman noted that a major drawbaCk of the.
.

.

values clarificaticin studies 'was that none employed a delayed posttest. Tucker
. .

(in Hunkins eta 1977)"alio touched upon values clarification4esearch, nottpg

that ifivaiid-and unreliable measures of attitudinAl and .behavioral criteria have

plagued this area.
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2) Value Analysis: Chmanalso examined value analysis techniques, but

found that. nothing could, as yet, be concludef about this area. :;he value

analysis researchers needed.to analyzethese.teChniques into their component

parts and experiment to find which partsare truly crucialto the success of
\

such. strategies. ,, .

Iv 1

3) ,Moral Development: Ehman expressed particuYar concern--echoed by-
,

Trickerabout the thin research'base underpinning all the hoopla about moral

1=

development. ("Kohlbergian") instruction: Ehman uotedthat there were Only six

\published field studies, ,early all of, which had been conducted by the developers
.

ofmoral development currjdua.. These six studie; appeared to yield two

ti generalizations: . -

416
. ^

ti

4

a) Specially designed curriculum programs in social studies that

'N incorporate discussiots of moral dilemmas over an extended time can Rdssibly

influence moral development of Students in grades five through 12.

.b)- Some effectsof these programs are not necessarily immediate;

they may require consid-wable time`to appear.' (In Contrast 'to the values

clarification studies, w. use studies routinely used delayed posttests.)
. %. .

,Both Ehman and Tucker questioned the assertion of moral development adiocates

that the plus-one-stage.theory has been confirmed. The plus-one-stage thebry .

. .

is the cltrkest thing the moral development school has to a specific, practical
. ,

-, .,

instructional guideline. It asserts that a transition to a higher stage'of
.

,

moral reasoning will occur as a restOt. Of conflict and discomfort experienced in
.Y

encountering real-life or fiypothetical dilemmas and being exposed to one stage,

higher mor1 reasoning in these situations. This 'claim dues not rest on a

(sot:Ind:base of carefully designed field studies, All that the existing studies :
.

show is that heterogenedeuslstage grouping (a -mix of:stagesi) can possibly be 'one

. factor in stimulating moral deV,elopment:

. ; 204
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'Both Tucker and Ehman noted the need to explore whether classroom teachers

can carry out tasks basic to the moral development approach. Some recent research

has brought into question the assumption that teachers can be trained to handle

such tasks.

4) Other Values Education Findings: An important` admonition offered by

Ehman and also found in the 1960 reviemby Gross and Badger is that studies

have repeatedly confirmed that increased knowledge does not necessarily lead to

growth in democratic attitudes and values. . .F

Classroom ClimIte. Ehman noted that classroom climate has shown 0 in.a

number of studies as a significant variable in relation to attitude change. "Open"

classroom climates may-be particularly important in.fostering democratic dt

attitudes, but measures of classroom climate are'inadequate at this point.

Particularly needed for such instruments is construct validation and,:pinpointing

of discrete operational factors. Until adequate cinstruments are employed, we can

only regard the classroom,c1imate research as suggestive.

Other Discrete Techniques. Researchn techniques other than those mentioned

above might have been considered for review here. However, other possible

techniques were not singled out for interpretation and comment by.coM06hensive

or special-focus reviewers in socidl'studies. If we were to read and summarize

the many individual research studies in these'other areas here, it would take us

far beyond the time limitations of this project. The techniques listed and

'discussed above are the only ones that have been,singled out for comment in

social studies reviews.

Summary Observations

1) A large proportion of the research conducted in social studies falls under

the heading of,research on instructional methods.
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2) One gets theAmpressiOn that there are only two varieties of "general
instructional approaches" (as contrasted with "discrete techniques of
instructionlf interest to social studies educators: "critical thinking"

approaches (sometimes referred tq as "reflective thinking," "inquiry,".
"higher-level cognitive learning," or !'problem solving") and "traditional"
instruction (whatever serves as a comparative treatment in studies of
critical-thinking instruction).

3) Studies of "traditional" teaching per se are virtually nonexistent.

4) There has been sustained interest among social studies researchers in
critical thinking'over,the.two decades covered by this report (and prior

to that time, as well).

5) Almost unanimously, the reviewers who have examined research results :31
critical thinking in the social studies have reported disappointment. The

studies tat have been conducted show nofNconsistent, significant results
'(-. favoring critical thinking. (However, these same Studies shoW no significant

results favoring comparison treatments, either.) Some reviewers. have

attempted to extract a few tentative generalizations suggested (though not
confirmed) by the critical - thinking research.

6) Some reviewers have enumerated various weaknesses that may have contribxted
to the lack of fruit "ulness in critical-thinking research: (a) failure to

consider critical-thinking instruction in a comprehensive theoretical
-perspective; (b) failure to control, treatment variables sufficiently; and

(c) inadequate and inappropriate dependent measures. A fourth major

problem--not cited by reviewers--is failure to integrate findings from
:social studies research with other research on critical thinking.

7) -Much of the instructional research in social studie$ focuses on fairly,
narrowly limited techniques rather than comprehensiveinstructional
approaches. The discrete techniques that reviewers have singled out for

. summarization of findings are: factual teaching, conceptual teaching,
mastery learning, questioning, behavioral objectives, advance organizers,
lecture and discussion, reading, self.,pacing, and'student autonomy, .

simulations and flames, values education techniques, and classroom cliMate.
Although research has been conducted on'many other discrete techniquesn
social studies, reviewers have not chosen to offer interpretations and
summaries of such other clusters of research.-

8) Research has confirmed modeli for factual and concept teaching; however,.
curricultim developers .have not Applied,these well-established findingsin
the construction of materiali in the social studies.

9) Research gives nc, support for use of mastery learning approaches in the

social studies.

- 10) Results of research on questioning are unclear.

11) ReSeirch has produced some indications of circumstances In which behavioral______

objectives are and are not useful.

12) The efficacy of advance organizers hasnot been established by research.

13) Lecture methods may be considered at least as effective as discussion for

information acquisition, but discussion is superior for increasing. Student

- -
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abilities in-evaluation, synthesis, inference-making, perception of
relationships, and application of material learned. Discussion is also

superior for changing attitudes.
44.

14) Student reading abilities are very closely related to achievement in social
studies; however, social studies teachers do not ava)1 themselves of many
well-established techniques for helping their-students with reading 0 .

problems. ,

15) Research does not support the hypothesis that student self-pacing and
autonomy improve cognitive learning. 4...

0 . 1

16) Social studies'simulations and.gimes have been'heavily researched. The
major conclusions of this research are that simulations and games do not
appear to have any advantage over other methods in teaching cognitive
content;'do appear, to have positive effects on'student attitudei; and do.
appear to, encourage-students to become more actively involved in the

learning process.

17) Considering the high degree of enthusiasm over values education, rather
little research has been conducted in this area -- certainly not enoughto -

support the claims of advocates of.various values educatiOn'approaches.
There is some evidence that valuses,clarification.teliques may contribute ..
to-changing non-value-based behavior to consistent, rposeful, rational

behairior,.although this evidence is far from strong as yet. Nothing can e

yet be concluded from research on value analysis techniqUes. "Kohlbergian"

techniques may-possibly lead to development toward higher stages of moral
reasoning; the effects may take some time to appear. .There is some
question as to whether teachers can be trained to

appear..,

stage.

changes that experimenters have produced.

18) Increa4s in .knowledge doh not necessarily lead to growth in democratic
attitudes and values.

19) Classroom climate Embe a variable of major importance in attitude change.

fe -4
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2.5 Research on Effectiveness and Efficiency of

3

Social Studies/Social Science Educational Materials

This subsection discdsses the research that has been done on the effects

of various kinds of curriculum materials in the social studies. There has not

been a great deal of research activity in this area and what 14esearcW hat been

done has not been compiled and interpreted so that any.clear conclusions about

materials effects can be passed on here.

Sources'

Only four comprehensive reviews and one special-focus review included any

commentary on research on the effectiveness of social, studies'curriculum

materials. The four comprehensive yeviews were:

Hunkins et al. 1977 (Ehman's chapter)

Skretting and Sundeen 1969

dohnson, Payette, and Cox 1969

Massialas and Smith 1965 (Palmer's chapter)

The one special-focut review was:

Lunstrum and Taylor 1977

`Documentation and Discussion

There has apparently been relatively little research on the effectiveness

of different types of curriculum materials, as distinct from other components of

the instructional process such as teaching techniques and classroom climate.

Analyses of Materials. Byfar the bulk of materials research has instead

consisted ofanalyses of characteristics of materials- -for instance; analyses of
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biases against racial and ethnic groups, other nations, and the like. (This

resf!archlts discussed in Section 1.0 of this report.) Ehman (in Hunkins et al.
L

1977), after reviewing a number of analyses of bias, noted that, in spite of

all the concern about biai in materials, we do not have much evidence as to

whether such biases have effects on student cognitive or affective growth and,,-

if they do, in what directions. He had not located even a single study iri the

social studies literature on the effecti of bias in materials. Recently, we

ran across one Such study (Rotzel and Tenenbaum 1974), which also noted the lack
a

of social studies research in this area but pointed to an existing research base

outside social studies on.which social studies educators might build.

Programmed Materials. Two areas in which there does seem to have been a

fair amount of research activity on social studies materials' effects are

programmed materials and audiovisual materials. Both Skretting and Sundeen

(1949) and Palmer (in-Massilas and SMith 1965) commented on the remarkable

growth in progammed materials in the sixties, but Palmer noted that the produc-

tion and use of such materials in the social studies lagged far behind that in

other subject areas. He pointed out that the research on programmed-

materials in general had focused on rather narrow teaching objectives, for which

the materials seemed to "work," but it was not quite clear why they worked.

Forms of knowledge other than information and association were not dealt with

by such materials and the research on them. In the social studies itself, there

had been relatively litt,e research on programmed Mkerials and the research

that had been done was replete with findings of no significant differences.

Skretting and Sundeen echoed Palmer's earlier observation in saying that it

appeared that intuitive and reflective thinking, such as were being called for

in the studies inthe late sixties, could not be easily handled in the

programmed mode. Johnson, Payette,. and Cox (1969), on.the other hand, stated that

six. studies dealing with programmed instructional units in the social studies

showed that students could learn social studies content by programmed methods.
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Also, they noted that the six studies revealed that there were° important

interactions between programmed instruction and other educational variables.

However, they did not specify'what those other variables were.

Audiovisual Materials. Only one reviewer presented results of research on

the effects of audiovisual materials in social studies (Palmer in Massialas and

Smith 1965). Palmer stated that

Motion pictures, television; filmstrips, and slides can teach
arbitrary associations at least as effectively as conventional
classroom techniques over a wide range of subject matter, age
levels, abilities, and conplitions of use. Retention appears to

be at as good as r.=least (p.\172)6

Further, he noted that there is a little 'evidence that audioisual materials can

be used to teach critical thinking.

evidence that movies, television, and

certain conditions; ,howevervrepeated

In regard to attitudinal change, he found

radio can influence attitudes under

exposure, tstprobably reguined to prevent

return to previous attitudes and change pfdbably will not occur if messagesare

contrary to existing beliefs, personality structure,or social environment.

According to Palmer, research on the.use of audiovisual aids supports the

following_classroom practices: preparation of the class for the materials to be

used; student participation during Audiovisual lessons; and repeated exposure.

Further, television and movies can completely take over the teaching role without

reducing information gains. Finally, Palmer enumerated three "principles"

relatedto audiovisual 'effectiveness: the,abilitY to learn from visual materials

develops witn increased exposure; the predisposition of the learner toward the -

subject influences his acceptance or interpretation of it'; and learning ability

is not an important factor mediating results of audiovisual instruction.

"New Social Studies" Materials Evaluations. Another kind of social studies

materials on which there has' been a fair amount of research regarding effects is

"new social studies" curriculum development project products. Most of this

research Consists of evaluations of materials produced by,indiyidual projects.

The evaluations do not focus. on the effects of -the materials alone, however, but on

210 ---



-197-

the effects ofthemiterials in conjuction with the insuructibnal methods recommended

in them--the complete instructional systems of which the materials are a part.

44iley and Superka (1977) identified 192 evaluation reports on "new social

studies:' materials.
0
(Although they included studies on materials not developed

by curriculum projects, most of the studies focused on project-developed -

products.) Unfortunately, neither they nor anyone else attempted to summarize

and interpret the findings from this cluster of research on materials' effects.

, Reading Level. Lunstrum and Taylor (1977), among others, have noted thit,

student; reading abilities are a major factor-in social studies acheivement. They

have also noted-that analyses of reading levels of textbooks have generally shown

them to be too difficult for the abilities of most'StUdents with.whom they are
0

intended to be used. Mismatches between'student reading abilities and materials'

reading levels may contribute to pobr cognitive outcomes in social studies.

1 )

Summary Observations

There has apparently beenlittle research on the effectiveness of various

types of curriculum materials, as distinct from other components of the

instructional process, although there has been much research analyzing
materials (see Section 1.0) and some. research On the extent of, use of

various kinds of materials (see Section 4.0).

Two exceptions to the dearth of research on effectiveness are programmed
materials and audiovisual materials. Reviewers have reported some studies

in these areas.

.3) There haVe been a number of studies-evaluating the effectiveness of new
.social studies" materials; hoWever, no one has attempted to summarize and
-interpret the findings from these studies as a group.

4) There is sOme'retearch hinting that the reading level of materials is an

important factor. in social studies- learning.

A
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2.6 Research on the Effects ofLearner Variables

in Social Studies/Social Science Education

The research' literature on'learne'r variables in the social studies appears

to be a bit splotchy: The areas that reviewers hare singled out for summary

and interpretation, at any rate, do not fall into ally oliviously logical

exhaustive set of categories. `Certainly there ha's' been much less concern among

social studies researchers about learner` variables than there has been about
. .,

instructional. methods. Five types of issues related to the effects of learner

- variables in social studies instruction have been examined by reviewers and

'ai'e-reported here: readiness and stages.of development at the elementary
7

leve class differences; cognitive styles; mentaT sets; and student interest

in/likihg for, social studies.---The research bases for all but. the first are

rather skimpy.

Sources

t-

All .the infoftation on learner variables reported in this section Came

from eight comprehensive reviewers and one special-focus review. The eight

-4

combrehausive reviews were:

Harrison and Solomon 1964

Massialas and Smith 1965 (Chapter; by Smith, Pehix, and Cox and Cousins)

Gross and Badger 1960

Skrettlng-and-Sundeen 1969

Johnson, Payette,'and Cox 1969

Payette, Cox, and Johnson 1970

Cox and johnson'1972
0

t.

Hunkins et al. 1177 (chapters by Martorella, Ehman,'and'Tucker).
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The special-focus review was:

Dunfee 1970

This special-focus review did not focus on learner.variables se; rather,

its focus was on elementary social studies research, with one section on

elementary learner variables. Thus, no one in studies has as yet taken -

the area.of learner variables as one'meriting concentrated attention, review,

anal, interpretation.
0

a

Documentation and Discussion

ElementaryStudentVariables:- Readiness and Stages of, Development. From

the mid-sixties to the mid-seventies, there appears to have been a pendular

swing in researcher's, viewi'onchildren's readiness tohandle various types of
.

social studies content. In the sixties, several reviewers asserted that research
o

findings suggested that elementary students' interests,.abiliiies,'ind knoWledge

were such that. they could understand and work with'lla great deal more social

.studies content than is presently ,expected orprovided (Harrison and Solomon

1964, p. 197)-. A couple of reviewers cited Studies than, contradicted this

conclusion (Skretting and Sundeen 1969 noted a itudy that tndicated instruction

in map and globe-skilTs'was introduced much earlier than appropriate and Johnson,

Payette, and Cox 1969 found three studies demonstrating that elementary

p ils experienced some difficulty in- understanding certain geographical and

cultur concepts.) However, most-reviewers tended to agree with the thesis

that many, not all, children.tould handle certain time and chronology,

ce (map and g be), and social science concepts much' earlier than previously

thought.

0

Penix (in Massiaias a Smith 1965), for instance, argued gainst

"received wisdom." He noted th the accepted view.in regard to children's

abilities to deal with time and chro logy hid beenAhat these,abiliiies were' %

closeli? related to maturation. Children upposedly had little or no senselof
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chronology before the sixth grade; hence, instruction in such concepts should

be delayed until children had matured enough to handle them. rPenix pointed

out that these conclusions were based on studies that had been'made 20 or more

yeais before and that investigators in th2AlaKes had begunito question thrn.

He reviewed six studies that suggested there was considerable variation from

one child to the next in the age at which ability to understand time concepts

was developed and that planned instruction about.time concepts reduced-

difficulties and increased understanding. These-studies-, according to Penix,

strongly impliedthat the elementary curriculum should be revised to'allow for

flexibility rather than fixing the introduction of time concepts at particular

grade levels. :'There is no 'magic age' at which children acquire understanding

of .certain social studies concepts" (p. 85). 'Overall, the findings "question

the basic assumption toooften made in curriculum planning- -that certain

learnings must be reserved for certain grade levels" (p. 85).

Dunfee (19Z0),in one section of her very complete reporting of elementary

social studies research, reflected essentially the same conclusions asyenix.

She noted, in addition,.a number of studies on children's map skills and space

concepts, which also indicated there could be earlier introduction of this
,

content.than generally supposed. Also, Smith (in Massialas and Smith 1965)

notecta number of experimental studies showing that primary-lev 1 pupils were

able to understand basic social science concepts and,that a conceptial
, \ .

ipproach,to instruction was.possible at the elementary level. -

Although these reviewers did not mention Jerome Bruner's famous dictum

thattany child can be taught anything at any age,'it appears that their

conclusions and recommendations are quite well attuned to the spirit of the

Burnerian view, which dominated much of educational .thinking in'the sixties.,

In contrast, during the seventies,we seem to be seeing a shift to a view more
0

fn tune,with the prior position on readiness. Much attention is now being

given to Piaget's theory of stages of intellectual development. Matching,

content with developmental stages appears to be a'major concern.'
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Martorella (in HunkirA et al. 1977) presented a strong argument for

greater attention to stages of intellectual development. He stated that many

studies appeared to confirm that the development of thinking capacities follows

a fixed sequence of stages.and is the same across all.subject matter. In

additiqn, children's sensory modalities undergo developmental changes in fixed

,stagei. According to Mortorella!'what needs to be done to follow up this---

research on stage's is to determine the differential effects of various

d
instructional approaches that take the stages into account. He noted that very

few curriculum materials produced to date havd'reflected an awareness'of these

stages. It

extensively

would be especially important, at this point, to begin twanalyze

how developmental research relates to curriculum scope and sequence.

This rather clear pendulzr swing in views regarding cognitive readines

is not so evident in the area of affective questions, although there, are some

reflectiftof it! In the mid-sixties, it was,urgedthat explicit

instructCn in citizenstrip
\

ttitudgs begin earlier than was the general
.

practice. Penix (in'Massial's and Smith 1965) noted that the typical approach

to teaching*and reinforcing citizenship attitudes in the elementary gradei was

"informali" emphasizing national holidays and.herqes-, patriotic events, the :

pledge of allegiance to the flag\and attention to electoral processes during

a

.
. election years. Specific instruction in law and government, as delayed until the

\ .

junior and senior high years. Howe er, Penix pointed out that some recent studies

...
s .

in political socialintion indicated thatcitiZenship attitudes were formed at

quite anrearl; age, Mdch before junior high scudol. Accordingly; Penix recom-

---,
Mended educatiors consider beginning formal instruction in. these areas sooner.

,..-------

0

- "In the seventies,-the recommendation for earlier attention to value and
.

attitude matters has not been rejected. Manything; soeiarsido.es educators
i

aretecoming'even more award of the importance o?this'area in, the child's
s.

early years. However,.oneoelement appearing in the shi.ft -of views in regard
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to children's cognitive abilities appears also' in this. realm. Kohlberg's

thebry of stages of moral development h,as.received much attention in both

research and practice in the early seventies. Both Ehman and Tucker (in

Hueikins et al. 1977) devote considerable attention to research in this area.

The research base in this'area is much smaller than in the cognitive development

area and his npt yielded such clear results on stage-age connections.

Class Differences. Although there has been a great deal of debate over

research outside of social studies on the-effects of differences in socioeconomic

status (SES),. very little ,f this is reflected in the reviews of Social studies

research. Of course, a substantial proportion'of social studies research studies

more or less routinely have collected information'on SES of subjects; however,

very little isinade of this information by reviewers.

In the

tagement."

of teaching

1960s, the SES question was phrased in terms of "cultural disadvan-

According to Skretting and Sundeen (1969), concern about the problems

the culturally disadvantaged became a major focal point. during the

1960§: They repdrted that one important study found that, for high-ability

students, SES appear4d to have no effect on scholastic acheivemept; but as

intellectual ibility decreased, SES factors exerted greater influence.

..

The matter of SES was again raised briefly by Johnson, Payette, and Cox
--, .:,

. .

in 1969, They pointed out that "socioeconomic'Vriables exert more profound

influences en student achievement than do the minipulation of classroom

,variables"(p. 71): The same reviewers,listed in a different order (Payette,

Cox, -and Johnson 1970), again noted the effects of SES factors the next year.e
They

reported three studies that suggested "that life style of the home and other

, 1

factors related to social status are at least as important as
,
formal instruction,

iR political ,:id economic subjects" (p. 39). .Cox and JoHfison.(1972) again

commented 'on the importance of considering various kinds of student differences,

including class differences, in designing instruction, but did notgo into this

i :

in detail.
.2i6
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In all,_from the reviewers, we know hardly anything out the relationships

between social studies instruction, -SES, and learning. outcomes.

Cognit6e.Styles. Only one reviewer, MartorellaXin Hunkins et'aT. 1977):

spoke to the question of student cognitive styles. Martorella was particulaily

interested in studies that exploredthe.interactiont of cognitive-style with

objectives and instructional conditions. According to..him, these studies
4 ft

have not produped conclusive results, although it is reasonable to surmise

that cognitive style effects may differ across subject areas. 'Thus, many.more

studies of cognitOe style in social studies.appear desirable:. 'Martorella

recommends esearch in.this.area be aimed at giving directions'about how to

tmatch stu ents with appropriate instruction for given,ohjectives...
.

..)
. 1 ' ' ..1k..,

Mental Sets. Cox and Cousins (in Massiala s'arid Smith 1965 fated several
A

.

studies that indiCated that mental set's such-as dogmatism and rigidity have .

.
.

adverse effects on learning proceises, especially processes of an abstract,

, ,
,

nature requiring, the entertainment of a number of alternatives or, the 'creation

of new hypotheses. One of these studies found support for using small,,

permissive group? involving low threat and intensive training skills for

teaching dogmatic'and rigid students.

Interest in and Liking for Social Studies. Gross and Badger.(1960)
a

reported that many studies had'found that students at both the,elementary and

secondary level disliked social studies. Among the major complaibts were dull-

ness,ness, useressness, and excesstye memorization of names,.dates,.and events,

Gross and Badgerattributed this dislike to the way in which social studies, was

organized and taught rather,than to the inherent nature o f the content. They

suggested that one reason for the unpopularity of social. studies was the large

number of social studies teachers witbout adequate background and interest in

the social sciences.

I
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o , . The state of student. nterestin social studies- was'not highlighted by
A, .

/ ,s 0 .

any of the reviewers aga n until Ehman (in Nunkins et al. 197'7) noted that

A :

.

,

one recent study had confirmed whatlAps'earchers have asserted for years: 0

students believe that social' studies is less important for their occupational

'futuret tharr. English or math; grades are deeMed more important than actual

)

learning by students in social studies; social studies clatsroom atmosphere
o. I'

isnot regarded as more inter per nally constructive than that of other classes;
.

.
and saGial'Atudies courses ke considered "easy gracee'compared to other

. ,

subjects. The-prop ortion'of students reporting social studies to be -very or
, .

I. .

-sextremely enjoyable was only somewhat greater then for math and about the
.

,

. ,,,, same as for' English. Ehman suggested that researchers sOuld study discrepant'

e
- k

subsamples (ones that r=te social studies higher than other subsamples) to find

out, what the determinants of liking social studies are and whether they are
.

,i, . .

,..manipulable.

Johnson, 'Payette, and Cox (19b9) noted two studies that suggested,a
.

... , , .. .
.

7

relationsiip between student ihterest'and learning in the social studies. (as:/;,4

well. as teacher interest and student learning). .11Rs underlines the

importance'of examining:factorsaffecting student interest.
, ;

Summary Observations

1) In'comparison to'research.on instructional methdds in social studiis,
there has been relftively little eesearch on learner variables the

,social studiei. .What research there is reflects only spotty attention "

to a few of the issues that might.be investigated in this area.-

2) In the fifties, the notion of-'"reradipese dominated practice in.:the social

studieS. Then, in'the sixties, researchers began to question this. They
. instead emrAak1zed,the.notidn that children could handle a variety of

time and chronology concepts; map, globe, and space concepts; and.social
icience,conceles earlier than was .previously 'thought. In thi seventies,

there 'appearsld be a pendular swing back to,the notion of "readiness, ".
phrased now internm of Piagetls stages of intellectual development.
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3) Only minimal attention has been given to
.socioeconomic status on social studies le

4) Students! cognitive styles have captured
but nothing of practical consequence for
new area of. research as yet.

questions regaMing effects of

r

arning.

the attention of some researchers,
social studies has come from this

5) Some research has indicated that mental sets, such as dogmatism and rigidity,
have adverse, effects on certain learning, processes.

.6) The low student interest in and regard for thsocial studies found in the
sixties has not chadged in the seventies. There is some evidence that

student interest is an important factor influencing social studies learn-
: ,

ing outcomes. .
..-

.

. .
.

.

As can be seen from the above,.hai.dly anything is known (or, at least, is
--reported by reviewers) about the effects of learner 'variables on social

studies learning. ! . '.

r

a
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2.7 Research on the Effectiveness

of the "New Social Studies"

St

This subsection notes thafthere have been no attempts to draw conclusions

-from the body of research surrounding the "new social studies" development

projects.

Sources

The comprehensive reviews listed in the first put of this section'were

users as the primary bhsis for this section.
. -

Documentation and Discussion'

'Research involving "new social studies" project materials, including those

from the NSF-funded projectv,owas mentioned surprisingly infrequently in the

comprehensive reviews. Copious evaluative research' was conducted in conjunction

with many of the "new social studies" projects and a number of- independent

evaluations were done on the projects' products (Wiley and Superka1977).

It may bethat much of this work was not reported by reviewers because it:was

considered evaluation rather than-pure research and/or because reports of this

work were not widely disseminated.
.

The 1964 'review by Harrison and Solomon is the first to take note of what

later (in 1965) came to be called the "new social studies."- Harrison and Solomon

observed, 'recent research has produced several exploratory studies and surveys
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concerning social studies courses that are net focused on history"

(p. 190).

Although specific "new social studies" projects were occasionally mentioned

in the subsequent comprehensive reviews, none were commented upon and the movement

as a whole was not singled out for commentary again until Skretting and Sundeen's

1969 review. They cited a catalogue describing 90 social studies curriculum

projects and then discussed the characteristics of the projdcts in general.

They noted that the major efforts of the projects were being directed to able

. ,

students and.cognitive rather than affective outcomes. "Emerging foci"

observed by Skretting and Sundeen included conceptual frameworks, sequencing

of topics,readiness, the behavioral sciences as content, indepth studies by

-students, a "comprehensive world view," societal problems, and "inquiry amid

a climate.of experimentation and innovation."

In the same year(1969),'Johnson, Payette, and Cox commented that very

little research attention had been directed to producing data in support of

"structure," apparently referring to the "structure ofothe disciplines" approadh

that was one common mark of the "new social studies" projectS.

The movement as a whole was not commented upon again until 1977. Tucker
O

(Nunkins et al. 1977) spent some time discui'sing the lack of interest, on the part

_4 of social studies educators with an academfc-discipl.ines 'orientation, in research

on teaching effectiveness and teacher education. In contrast, the social -

issues educators had produced a huge amount of research-on these topics. Both

schools of thought--academic disciplines and social issues--were important

elements in the "new social studies" movement.

Twenty-one "new social studies" projects-were mentioned specifically in

the comprenensive reviews. -Of these, five were NSF projects (Comparing Political

Experiences, Anthropology Curriculum Study Projecf, Sociological Resources'for

the Social Studies; Man: A Course of Study, and High School Geography Project ).
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With one exception, no interpretive comments were made by the comprehensive

--reviewers about any specific project. (This should perhaps not be too '

surprising, since _ very few of the comprehensive reviews contained commentaries

on anything!,) The exception was Comparing Political Experiences, which was

lauded by Mortorella (Hunkins et al. 1977) for reflecting research findings in

its strategies for concept teaching.

Beyond these few comments on the movement as a whole and on specific

projects, the reviewers at-most merelloied the presence of projects or, in

a few cases, a movement. No revieWer mentioned or commented upon NSF's role

in the movement or in specific projects.

From reading the comprehensive reviews, one certainly cannot get the

impression that the "new .social studies" was an important element in the

professional lives of social studies educators during the sixties and seventies.

One can barely detect that there even was such a movement in the field. The

research liteature-of the period stands in stark contrast, in this respect,

I

,!

to,other social studies literature of the era, in which the "new social studies"--
. ,

its philosophy, it products, its advocates and-critic&--loomed large.

Summary Observation

Very,litt eattention is given to the "new social studies" and the research
t,-

effortt thaticentered on its products by the comprehensive reviewers. No

attempts have\been made to draw conclusions from the body of research surrounding

the "new sociallstudies."

9
222
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2.8 Research on the Social and Political

Knowledge, Skill, and Attitude Outcomes of Schooling

This ,subsection describes findings from national

c and testlqs programs, concerned with social ,studies and citizenship. The

state assessment

research presented herecliffers from that discussed in the preceding subsections

in :that it generally does notAattempt to link outcomes to specific instructional

methods, materials, and the like. At most, the research reported here attempts

to link outcomes to gross variables such as, amount of schooling in general and

number of social studies courses taken. In the majority of studies and surveys

described, no attempt is madi to separate schooling effecti from family, peer, '

0, ,

or other environmental effects.

The National" Assessment of Educational Progress is discussed first and then

state testing programs. Next. we review national ;standardized testing progi'ams

and the debate over achievement test score declines. Finally we look at some

studies of the effects of certain gross schociling variables (such number of hours

of social studies taken) on political and social knowledge and attitudes.

Sources

The information presented in this section was drawn from National Assess-'

ment of Educational Progress reports on social studies and citizenship assessments,.

state department of education reports on statewide assessment and testing

programs in social studies and citizenship, papers examining the national
a -

achievement.test score decline of the past decade, and selected reports of

research. Another cluster of sources teat might have been employed An addition

ti is reports of school district testing*programs. Since very few district reports

are available in ERIC,,they are quitgArd to obtain from the,districts theMselves,
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they arequite numerous, and they are likely to echo the national and state

findings, we have decided not to include these in our analysis.

Beyond the above literature on student outcomes, there appear to be only a,

`few research reports on isolated tbpics; such.as student perceptions and

knowledge of Africa Smith of the Sahara. These are too diverse and noncumulative

to warrant speciaLattention in this report.

Documentation and Discussion

National Assessment of Educational Progress:' Social Studies

In 1971-72,'the National Assessment of Educational Progress (NAEP)

administered its first Social Studies Assessment to a nationally representative

sample.of nine-, 13-, and17-year-olds and young adults (ages 26-35). Results

of its second Social Studies Assessment are not yet available, so no trends can

yet be detected, (The second cycle of the Social Studies and the Citizensuip

Assessments were combined and conducted together during 1975-76. Although,the

.

complete data Analysis from that assessment is not yet available; one special

report on selected citizenship findings-was produced in 1976 as a Bicentennial

activity of NAEP. The results presented in this report are discussed,below

with the other Citizenship Assessment findings.)

'Objectives. The Social Studies.Assessment consisted of exercises in thi.ee -

,areas, as follows (First Social Studies Assessment . . . 1974, pp. 2-3):



S.

I. Skills
A. Obtaining'information

1. Raises questions and seeks answers related
issues

2. Identifies sources most suitable to solve a

or find particular information
3. Uses standard reference sources and aids to

B. Interpreting information -

1'. Uses basic problem solving techniques of the social sciences
to interpret information of various kinds

2. Interprets .graphs and maps effectively

3. Uses a- variety of non-traditional sources of information

to .rvariety of

particular problem

locate information

II. Knowledges .

A. Economics
1. Understands some of the basic chatacteristics oteconomic

systems that are common to all industrial societies
, .

'B. Geography .

1. Has knowledge of worldwide spatial distribution and interrela---
tionthip of the major features'of man's physical and.cultdral
environment .

C. History
1. .Understands some of the major`developments in United States__

history
2. .Understends somof the major developments in world -history

D. Political science

1. Knows some of the individual's and groups responsibIe for

making government decisions
.2. Understands-some of the rights and responsibilities granted'in

the Constitution
3. Knows something about the election' process and the role of

Political partie.s

4. Underttands some of the processes involved in political

socialization

III. Attitudes
A. Right!; of the -First Amendment

1. Believes in the freedoms of the First Amendment and can

justify that belief. '.

B. The worth of the individual
1. Believes people should 'become involved in ,making decisions that

affect their lives
2. Has a sense of responsibility f6r the interest of others

3. Respects the views and feelings.of all people
4. Believes in the rule of laW,and can justify that belief

Summary of Findings. t the beginning of the report, a number orsaliint

findings were summarized (First Social Studies Assessment . . . 1974, p. vii):
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_What National Assessment Data in Social Studies Indicate:

Selected Observations

.

1. Le §s than one=half of America's 17-year-olds and *mg adults
understand how to use'111-Tarts of .a simple ballot.

2. Relatively few Americans can read and interpret graphs, maps
-or tables effectively.

3. A rather large'gap exists between the attitudes Americans profess,
-to'hold-and the actions they take'in specific, situations.

4. Exercises involving the=recall of-factual information are most
.difficult.at all age levels. . . .

. Young Americans generally have very little knowledge about the
contributions of minority groups to our cultue and history.-

6. Results indicate that one's odt-of-schdol experiences are often .

as important as what one learns in school.
7. Blacks show ;a marked disadvantage in skills, knowledges and

attitudes assessed at all age levels.
8. fgMalts ',outperform males on skill exercises during' the school

years, but fall behind the males by age.adult. !

9. Females outperform malet during the school, yearitin the attitude
exer'ci'ses, but do. less well than males at age adult.

10. Males consistently outperform females on knowledge exercises at'
all four age levels.

11. Southeasterners consistently perform,below the national levelil
of success in all three areas.

Tot these might be added three other important findings discussed in the summary

a )

of results tt'the end, of !the-report (First Social Studies Assessment . . . 1974,

pp. 68-70). First, a chart showing the rank order of performance on various-
.

categories of objectives by age is provided:

Table 41

Rank Order of Median National Performance by Topic.

Age 9 ,

Attitudes/Thewoi-th of theiindivldual

Skills /Obtaining information
Skills/Interpreting information
Knowledge/Geography
Knowledge/History'

Age.13

Skills/Obtaining information
.G%ills/Interpreting information
'Attitudes/The:worth of the individual
Knowledge/Political science
.Knowledge/History

Knowledge/Geography e) '
Knowledge/Economics 4 4 0
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Age 17

Skillsanterpreting'information
Attitudes/The worth of the ineividual.

Attitudes/First Amendment rights-
Knwbledge/Political science
Knowledge/History
Knowledge/Economics .

Knowledge/Geggraphy

Adults

Skills/Interpreting information'
Attitudes /Tile worth of the indi tdual

---Knowledge/Political science__
Attitudes/First Amendment rights

Knowledge/History
Knowledgeneonomics
Knowledge/Geography

Second, it is noted that

17-year-olds consistently perform above the leiel 13-year-olds

when comparisons are Made of .thdse exercises administered at 'both

ages. On'the other hand, themedianiperformance levels for those

exercises'addinistered to both 17 -year -olds and young adults are

quite similar. Seventeen-year-olds generally performed between

1 and 3. percentage points above the adults. Only in the exercises

involving first Amendment rights.Was their median performance

noticeably different. The mediin'perforMance level for 17-year,-

olds on these exercises was 7 percentage,points:above.that of the

Finally, the.'summary indicates that, in addition to southeasterners

and blacks,

Or

. , those whose parents have had less'than a high school eduction or
those who live-in a metropolitan area where a high proportion of
residents are unemployed or on welfare, most likely would perform
below national levels on theloctal Studies exercises measured by

National Assessment.
,

Performance' on Knowledge Items. . Because of NSF's particular interest in

social science education, the tables showing perforeary levels on social

science knowledgxercises are included in Appendik Table A-8 (First Social

StUdies Assessment 1974, pp.;29-34).

. .

227

4



--214-

O

National Assessment of Educational Progress: Citizenship

During the school yea.). 1969-70,-the first cycle of NAEP's Citizenship

Assessment was administered to a nationally representative iample of nine-,

13 -, and 17-year-oldt and young adults (age 26-35), totaling approximately

9.4;000 across the four age groups. The second Citizenship Adlessment was

administered during 1975-76 (in conjunction with the second Social,Stndies.

cycle, as noted previously). One special repbrt based on that assessment,

Education for Citizenship: A-Bicentennial Survex, is currently available;

however, no trend analyses have ye; been published.

Objectives: First Cycle. The report of national results from the first

Citizenship Assessment listed the Citizenship objectives (National Assessment

of Educational Progress. Citizenship: National Results 1"970, pp. 118-120):

I. Show Concern for the Welfare and Dignity of Others

II., Support Rights and Freedoms of All IndividUals

III. Help Maintain Law and Order

IV: Know the Main "Structure and Functions of Our Governments

V. Seek Community Improvement T4ough Active, Democratic Participation

VI.

VII. Support ,Rationality in Communication, Thought and.Action on
Social Problems

VIII. Take Responsibilityfor Owns ersonal Development and Obligations

IX. Help and Respect Their Own Pam lles (Ages 9, 13, 17)

IX., Nuture the Development of Their Children as Future Citizens-(Adults)\

\ ,

, \.

\

Understand Problent\of International Reladons
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Summary. of Findings by Age and Objectives`: First.Cycle. An overall summary
,. . , ,

) of the first assessment pointedrout that .

q
t.:1

,
..

,
o a

Progress from age 9 to age 17 was quite evident fdr most
objectives, the greatest occurring betWeen ages 9 and'13..

4-Noteowrthy exceptions: 9's do about as well as 13's and

,
1.7's in small group tasks andoivic action.projects; 13's,

;' 17's and adults were equally accepting of different races.
Adults and 17's do about equally well overall, with 17's.

1 excelling slightly irrsoMe achievements and adults in
. ,,

others. 'Adults seem to know slightly, more abOut current -
%

events and local affairs. No other consistent.trend .

differentiates the,two ages. (National Assessment-of

Educational Progress. Citizenship: National Results 1970;.

p. Oil- ,

., VP, 0 ... . L

The summary also described particularly salient results and'general trends for

each of the nine objectives (National Assessment of Educational Progress.

'Citizenship: National Results 1970,,pp.Aviii-ix):

A. 'Show concern for the well-being of others. high percentages.

express willingness to ,helpothers on a person-to-person basis,

and know ways to do it. 'Help,through organizedaction is given
by only h small percentage of,the population, however, and most_
name-no more than two possible ways to, influence government

actionin a helpful direction. At.teast two-thirds state they

-ate willing to associate people of other races in a variety

of public situations and roles,'and this degree of,willingness
remains virtually constant across age levels from 13 to adult.

4 7

B. ' Support rights and freedoms of all individuals. Support of
individual rights and freedoms.varies greatly according to the

Situation. Rights are psually supported,by a majority in
principle, but lose the support of most when the person whose
freedom is in question represents &very unpopular or contro-

versial cause. Tolerance of the unpopular thus seems rarer
than acceptance oftreedom in the abstract.

C. Recognize the value of just law. Those who are concerned at.

the apparent breakdown of respect for law may be encouraged to
-learn-that over-90%--of_the respondents at ages 13 and older

state at least one reason why. laws are"needed:- This does -

not imply endorsement of all-existing laws however, half the

adultsicite an example of a law which they think unjust: .
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Know the main structure and functions of government. Older
students and adults understand the most basic principles and
main structures of our government rather well; most exercises
are answered correctly by three-fourths or more. Less is
known at any age about the specific workings of government.
.Adults argenerally better informed about local government
and about current office-holders than are 17-year olds.

E. Participate in effective civic action. Voting records have
revealed that about 66% ofAmerican adults vote in major
elections. Thereare at least a dozen other different ways in
whiciva'citizen can influence civic decisions. Relatively
few report attempting to do so, however; few people even name
more than three or four possible ways.

Ability to cooperate effectively in (small democratit grolifris
demonstrated by'a majority of students at all ages.

F. Understand problems of .international relations. At all alp
there is a high level of awareness of way -- above-90%. St
respondents at all ages name at least one way to:try to avoid
way, although fewer adults than teenager's do so.

to:try

Approach civic decision:: tonally. Moit adults and older
students show awareness of the more urgent'problems,which,
society faces (about three-fourth name at least three problems)
and some of the ways it has attempted to,alleviate them.
Although less than half of.9-year olds recognize the need for
differing viewpoints,most 17's and adults to recognize this
need and are fairly rational and critical about civic issues.

1. Take responsibility for own development., A tljority of students
and abput one-third of adults report some sellf-initiated action
to further their own education. Four of five teenagers report
talkt with parents about career opportunities; by age 17 more
than half report sucrtalk-5-with-c-fibteroft-or teachers.

-

-I. Help and respect their own families. MPre'than 95% of 9- and
1$ -year olds report helping with owrk around the home.' Most
adults show some familiarity, with their children-ft school work.

Summary of Group Results: First Cycle.. Results broken out by sex, region,

size and type of community, parental education, and race are presented in'two

other reports (Campbell et al. 1971; Norris et al. 1972).

Difference0 s by sex are summarized by Campbell et al. (1971):

Boys and girls, achieved about equally at age 9, on the average.
A slight male advantage of 1% at the teen agessincreases to 3% at the'
adult level. Males tended.to know more about government, law and
civic problems, and to support individual rightsnore. Men reported
registering their views on civic issues more often, but more women
than men reported taking action through civic organizations. Females
were substantially ahead of males' in giving educationalattentioni
to the children.in their own families. (p. tii)
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The citiienship achievements of'the two sexes often differ by
5% and in a feW instances by more than 20 %. The differencei follow
diverse patterns for different citizenship goals and types of
achievement, often varying considerably across ages. The .median
sex differences favor males at most ages for four goals (B, C, D, F)
in,which most objectives concern knowledge of law, government and
international problemst'and support:of individual rights. Women
exceeded men'substantially in Goal 1, which mainly concerns care-
of family in educational ways. For the,other four, goals there'is
no consistent_ sex difference across ages. (p. 15Y

-Regional breakdowns are also summarized in the same report:.

The Northeastern, Central and Western regions achieved-at similar
levels averall, withhe Northeast:having perhaps a slight edge at
ages 9 and 12. In the Southeast, performance usually fell below the
national average by a.few percent at the older ages, with a smaller .

difference being typical-at the younger ages.

Cpmpared to other regioni respondents in the southeast less often.
reported accepting other races in public situations (12% to 14% lower
than'the nation as a whole). However, Southeastern adults led the
nation in educational attention given to their own children and
involvement in local government.' (pp. iii-iv)

The Northeast surpassed the nation at ages 9 and 13 on about half
the nine citizenship goals. At age 13, theCentral region performance
matches the Northeast fairly closely for most goals (exceptC and E).
The overall citizenship medians for Central arid West are quite close
across the four ages, but for all regions these overall medians mask
a variety of differences on specific goals, some of which are reversed
from one age level to another.

The Southeast generally did less well at all ages than the nation.
as a whole. The Southeast deficit. grew steadily-larger through-the.
school years from age 9 to 176 However, adults in the Southeast led
the nation in educational care of their own children and were more
involved in local government. (pp. 30-31)

Campbell et al. (101) also summarize results for size, of community:

Average differences among community sizes for citizenship results
as a whole were small and-fairly consistent across ages. The Urban
Fringe (areas surrounding big cities) and Medium-Size Cities held a
small advantage over Big Cities and Smaller Places, with: the Urban
Fringe tending to pull ahead a littlat the older ages.

- The Urban Fringe achieved'its greatest advantage in knowledge of
1 world and national problems and, at the older ages, in career-planning

and *cation of self and family. At the school ages, other community-
size groups usually did as.well,as the Urban Fringe in giving personal
help and taking civic action._

In all groups and at all age levels assessed, a majority ,of
respondents- accepted association with other races in each public
situation described. Fewer 13-year-olds in Big Cities than' in the-

, nation as a whole accepted association with other races, but more
Big City adults did so. (p. iv)

The Urban Fringe generally holds a small advantage compared to
the nation on most of the nine citizenship.goals. The:goals on which
the Urban Fringe is only average at school ages-tend to be thott
_involving personal help and interaction (A, E; I).

2-31
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Medium-Size Cities rank second on most of the nine goals. Big

Cities and Smaller Places alternate in relative advantage for different
goals at different ages, but performance for the.two is nearly.
.equivalent_ on the average and is fairly corsistently lower than the

- nation as a whole. (p. 49)
.

Norris et al. (1972) present findings related to parental education, race

.- and size and type of community. They give an overview of these; results as

. . folIo.ds:

. The Citizenship findings generally parallel those of Science,and of
' other studies in that repsondents from education-sly advantaged
"" homes and affluent communities achieve substantially more than

respondehts from less advantaged cettings.. Combining all ages,
respondents whose parents had educatioplaehond highsChool .

. succeeded about 12% more often on all Citizenship results combined
than-retpondents who parents had only 'grade .school ede:ation.
Respondents from a-fluent suburban neighborhoods*wher'e there are
high concentrations of proftosidnal and minagerial,occupations
succeeded about 11% more often'ttlan those from inner nasty arias_
where unemployment is. high. The corresponding advantage of .

affluent suburbs over rural areas was about 9%. Non-Blacks:
e succeeded about 11% more often than Blacks on the*Citizenship'

exercises.
4

`,In other words, groups known to be edudationally or socially .
disauvantaged perform atnociteably lower levels', This pattern.is
fairly consistent across Citizenship goals or types of achiegement,
but on some goals certaip age groups show a different pattern of
achievement.' fir. a few specific exercises -the us,:al pattern of
achievement Watt...Ally reversed and these resultt are noted in the
text of the report:

Yhe'differenceS betwe_ antAged and disadvantaged groups
tended to be larger on those achievements calling for formal or, abstract
knavledge, as compared to achievementi based on practical experience.
For examplecthegroup whose parents were highly educated. did
-about 17% 'better than the gropp whose parents. had the_least-edutation
on Goal Diknowledge of structure and function of government). In

contrasts 9-year-oIds,from all parental education groups did equally
well on a group task requiring cooperation in a question-asking game.

'Some .of the exercises in Goal A (Show concern for the well-being
of others) assessed verbally stated racial attitudes, and theresults
often followed a different pattern from other Citizenship results.
Adults and 17- yeah -olds in the Black and inner city groups showed as
much acceptance of.other races as did the rest of the nation. But

1.3-year-old:.in these two groups were substantially less accepting of
other races. Such exercises may well have different meaning-form-
different' ethnittgroups, oftcourse.

-The'report discusses the many,problems in interpreting theie
results, in-particular the fact that characteristics such as cold.,
type of-community, and parental education are highly related in the
'population sampled.. An adjustment of the results to partially apuunt
for this?faCt is presented and discussed. (pp. ii=iii)

I
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Second Cycle: Special Bicentennial Report. Although the full analysis of
3

datai-from the 1975-76 Citizenship Assessment has not yet been completed, AAEP

did produce a special report, in celebration of the Bicentennial, based on
0

partial analysis of the 'results: This report presents-selected findings for

13-year-olds and 17-year-olds in the areas of social attitudes, political
/

attitudes,,,political knowledge, and political, education.

The first chapter of the report gives the-following .overviewspf results

(Education for Citizenship . . 1976):

The tasulti of this study indicace that 13-year-olds and
17-year-olds express similar social'and political attitudes and
that these change very little during their secondary education.
,Their respect for the human.rigfits z.f all Americans, regardles
of race:- sex; color, religious or political beliefs, is high, as
is their estimation of the importance of participantion in the
political process. Howeier, during their secondary school /years

. students acquire a great deal of information about politics, and
this new knowledge incre'ases their interest in the political
process.and,,presumably, their effectiveness as citizens/ (p. 1)

. . . on overall performance 17,gyear-olds registered 6

percentage points higher than-13-year-olds (respective'national
means_of 76 v. 70). Whites were just above the national average,
while blacics tiled a few points behind. Thirteen-Year-olds from

the Northeast anc Central states performed best at hat age,

followed by those from the Southeast:and the West. /Among 17-year,
olds, the regional rankings were different: students from the

Central states registered above the national mean/and were
followed in descending order by those from the Northeast, the
West and the Southeast.

Among the standard variables, the greatest differences were
4

recorded amdng groupsiyg by educational level of the students'
parents and by size and type of community. Students whose

parents had some education beyond high schoorwere above the national

average; all others were below. In decending Order, these were

students whosc parents had graduated from high school, had some
high school education and had not attended thigh school. Among the

different sizes and types of communities, Students from the

affluent urban and 'suburban communities Pligh metro) performed
highest above the nation and students from low-income urban.
areas the'furthest below. While 13-year-'01d students from rural

areas were below the national level, 17-year-olds from these

communities were above.

°
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Among both age groups, students who discussed national,
state or local politics and integnational affairs in their classes
did better than those who did not (Table 1). Those-who rarely.
discussed politics were well below the national mean; and those
who discussed politics frequently were considerably above.

, An additional special eriable applied oply to 17-yer-
olds. They were asked if they had studied how to acquir,nfor-
mation about political issues in school and how to analyze *he
values and alternatives involved .in political issues. Those who
esponded "a good deal" were 5 points above the national average,
and those who replied "some" were 1 point above (Table 1).
Students who answered "not much" performed ne -ly 6 points below
the national mean.

*)
From the summary data, one can conclude that performance is

closely related to race, the.amount of education of the students'
parents and,the size and type of community itwhich the students
live.P46eegraphical region and"the students' sex are the leastJ
important factors in determining performance. Analyses of other
.variables'indicate,that students who discussed politics tended
to do better than others, and those who had"studies politics
the most did much better than those students who seldom studies
politics. (pp. 3-4)

Social Attitudes. Results in regard to social attitudes were summarized

in themarginal headings -in the third chapter.

--Most [respondents] oppose racial or religious discrimination.

- -Most oppose political and sex discrimination, but agreement between
races,and sexes is not uniform.

- -More females than males oppose sex discrimination in hiring.

--Overall, females outperform males on social-attitudes exercises.

- -Class discussion and study of political issues do not greatly, affect
performance on 'social- attitudes items.

- -Racial trust i.t)high, but there are still group differences.

--Regions show different:levels of willingness to have friends or
leaders of a different race.

-=Nine out of 10 support equal - housing opportunity,

--What would [the respondents] do if they saw someone fighting in the
hall? Less than half would break it up.

-- Social attitudes change little between the ages of 13 and 17.

Overall, it was noted that
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For many of the variables, the trends for social attitudes
are similar to those noted for overal performance . . Ag it

..- is for all items,parehtal education is an important factor, but
the differences in performance according to size and type of
community do not vary as greatly as before. Race remains a

predictor at age 13, but lest so for 17-year-Ods. There are

some fluctuations among geographic regions, with students at
age 13 in the Northeast and at age 17 in the West being above
the nation. (p. 9)

Political Attitudes: Summarizing the political attitudes findings, the

report noted that

Most of the trends described in the previOus cbapter are
evident in this section on political attitudes . .' Again, the, -

national performance level for 17-year-olds:is higher than that
of 13-year-olds (76% and 72%, respectively). The' performance

levels of the standard-variable groups\fdentified.by sex,
parental education, and size and type orcomnikinity'confOrM to
their overall performances. The'mnost noticeable differences are

that youth of both ages from the Southeast registered above the
nation (1 point for 13-year-olds and 2 points for 17-year-olds)
and that differences between the races are negligible. The

special variables for both ages-reflected the same trend for
political attitudes as they did for perfdrmance over all

exercises . . . (p. 15)

Marginal headings indicated specific attitudinal findings:

--Respondents express some doubt about the importancft_of voting.

--There is strong support for equal weight of each citizen's vote.

--Women's votes count as heavily.as men's, 0

--Most believe educated people's votes should not count more than those
of uneducated people.

--Should we have only one political party? "No," say two-thirds of

the 13-year-blds and three-fourths of the older students.

--At least three out of four realize the President cannot censor the
news media.

--Interest in politics is higher in the southeast and among blacks.

--Two-thirds indicate some amount of personal civic involvement.

Political Knowledge. Chapter 5 presents findings related to political

knowledge. :,The e include:

--Perforinance was very high on items dealing with criminal rights.

--Performance was lower on questions dealing with the pOwers of courts.
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- -Most students recognize their own constitutional rights, too.
ef

.--The Fifth Amendment right is not widely understood.

7-Three out of -four know that presidents, judges and army generals must
always, obey the law.

- -One of every. seven 17-year-olds thinkS the President does not always _

have to.obey the law.

- -About half at each age know [sic] that the President can appoint people
to congress.

--Performance on questions about=the Senate and House was quite low.

--Few students know what steps Congress scan take if a President sends
troops to fight a war without Congressional approval.

--AWaieness Of lodal government functions is higher at age 17.

--Nearly helf of. the 13 -year -olds and three-fqurths of the 17-year-olds
know it is not against the lawto start another political party. ,

--Understanding of United Nations is not widespread.

- -Most know that laws can be changed and know several ways to get changes
made; however,, performances of groups varied widely.

Summailzing the results on political knowledge, the report said:

The most notable difference in performande between ages
13 and 17 was registered in the area of political knowledge.
In their replies to 34,questions, 13-year-olds established a
national performance'level of 62%; while-the level for 17-
year-olds answering the same questions was 71%. The percentage
of 13-year-olds answering correctly was higher than that for
17-year-olds on'only 2 of the 34 items.

The performance for the'standard variable groups on
questions of political kndwledge reflected the same trends as
for performance over all exercises, but the comparative differences
between group and national performance were more extreme in this
category than in/any other . . . Thirteen-year-olds from low:
socioeconomic urban communities were 5 points below the nation,
while those from affluent urban and suburban areas were 7 points
above. Whites registered 1 point above the nation, but blacks
were 6 points below. Three points ieparated the performance
levels of malesiand females. In the geographical regions,
students from the Northeast and Central states were about 2
points above the nation, while those from the Southeast were
nearly 1 point below and those frdm the West nearly '3 points
below.
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. Seyenteen-year-olds performed similarly. Eleven points
separated those students whose parents had some post-high school
education from those whose parents had not attended high school.
There were 7 points separating students'in the low-income urban
>areas from those,jn the high-income urban and suburban schools.
Seventeen-year-olds froth rural areas were about 1 point above the
nation, whites were 1 point above the nation and'blacks were 7
points below. Males were 2 pointt above and females 2 points
below the national performance level. Students from the
Northeast and the Central states again were higher than those
from the Southeast and the West, but the differences were not as
great. For both ages, performances. according to the special
variables coincided closely with overall trends . . . '(p. 21)

Political Education. Findings related to the amount, and kind of political

education respondents have had are particularly interesting. NAEP Citizenship

and Social Studies Assessments had not collected this kind of data previously..

It may be possible, with the addition of this information; to detect some

relationships between curriculum and instruction, on the -one hand, and perfor-

mance, on the other.

Four generalizations are given in the marginal headings of Chapter 6,

on political education:

-=Most students report open and comfortable school environments.

--Considerably more older students report classroom-discussion of
political issues.'

--Eight out of 10 17-year-olds report that social studies courses
increased their interest in government, public affairs or politics.

--Seventeen-year-olds believe thier civics, history and government courses
are relevant and present accurate picturet of American politics'.

Additional summary observations are provided in the narrative:

As usual, most of the standard variables reflected the
typical overall patterns of performance . . The two notable
exceptions were in the categories of sex and race. For both
ages, females registered higher than males (4 points difference
for 13-year-olds and 2 points difference for 17-year-olds).
For 13-year-olds, blacks mere about 3 points above whites,
while at age 17, whites were nearly 1 point above blacks.
The most remarkable findings were among the speical variables.
They conformed to the usual patterns, but the ranges were much
greater . . . There was a 33-point difference at age 13 and a
32-point spread at age 17 between students who said_they discussed
politics rarely and those who discussed politics frequently.
Among 17-year-olds, those who 'admitted that they had studied
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politics very_little were 10 points below the national level.
Those who studied politics a good deal were 9 points above.
These figures, like those for special variables in earlier .

sections, shdwed strong evidence tha couse,work in classes
related to politics was an important factor in 'higher levels
of perforthance. (p. 31).

Have students studied how to acquire informationabout
political issues? Sixty-flx percent of the 17- year -olds said
they had studied this in some degree. Males were significantly
above the national mean by 2 points on this item and females 3
points below. Have they studies how to analyze the values and
alternatives involved in politica issues? Again, 66% of the
older students said they had.

In conclusion, course-work'in classes related to politics
appears to be an important factor in performance. Such courses
generally increase interest in political 'affairs. Schools appear
to have an open-climate in which students are encouraged to
express themselves, to think critically and feel free to,
disagree with their teachers. And, most of America's teenagers
believe their course work gives them relevant, useful training
for effective citizenship. (pp. 34-351

State Testing Programs in Citizenship and Social Science /Social Studies

According to two surveys'conducted in 1973, 35 states and territories of

the U.S. had conducted, were planning to conduct, or were considering conducting

statewide testing programs, in social science/social studies and/or citizenship- -

29 in social science/social studies and 18 in citizenship. (See Table A-9

in the Appendix). As of 1975, atleast two more states could be added

to the list: both Delaware and North Carolina had published reports on their

statewide assessment of testing programs, which. included some coverage of these

areas.

Only eight reports of testing/assessment programs in social science/social

studies and citizenship could be located in the ERIC system. These are listed

in Table A-10 (Appendix): The salient findings from each-of these reports are

summarized below.
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Colorado. In the spring of 1971, the Colorado State Department of Education

,administered a testing program to aseess learner needs in the state to randomly

selected students in grades 9, and 12. One section of, the assessment

instrument dealt with social knowledge and skills. This was designed to acquire

information related to two bf the performance objectives adopted by the State

Boateof Education:

All students shall acquire levels of knowledge of home,
community, nation, and world which enable. them to function
in a manner appropriate to their age environment.

All students shall demonstrate a knowledge of and-
appreciation for a democratic form of government.

(Helper 1972, pp. 45-46)

Assessment items were drawn from NAEP, the Instructional ObjeCtives Exchange,

and standirdized tests in the social, studies.

The exercises included items on map reading, demonstrating knowledge.of

social organizations (reasons for laws, organization of government, legal

processes), identifying appropriate social processes, and historical perspective.

A table comparing overall performance of selected subgroups to that of .

all respondents was presented in the report (Helper 1972, p. 54); this is

presented as Table 42. The report noted that the response patterns in social

studies for the various subgroups were quite similar to that found in

mathematics, science, health and language arts: "The minority students,

students from low - income and low-education families, and from industrial

'communities scored consistently lower"(Helpqr 1972, p. 54),
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Table 42.

AVERAGE PERCENT CORRECT ON SOCIAL STUDIES EXERCISES:
PUPIL POPULATION GROUPS COMPARED WITH STATE AVERAGE

Sex: Boys

3

-+0.7

-0.5

-11.5
-7.8
-7.0

Grades-.=

12

+2.2
-1.6

-16.3
-5.6
-7.8

' 6

+1.7
-1.4

-4.2
-7.7
-9.7.

9

+1.6
-1.7

-12.7
-9.8

-11.2

Girls

'Ethnicity: Black
Chicano
Bilingual

Father's Education:

Grade School
0
-7.3 -7.3 -5.6 -1.7

High School 0.0 -0.1 +0.2 +0.3
College +6.4 +3.9 +4.7 +2.5"'

Family Income:.

-Less than $4500 -6.1 -5.6 -11.2 -7.2

$4500-$9000 +0.6 +0.3 +2.5' 0.0
More than $9000 +4.2 +5.7 +7.8 +3.6

Community: Rural -3.7 +0.5 +1.8 +2.4
Res/Ind/Com -4.4 -2.2 -1.3 -2.8

ReAidential +0.9 0.0 -0.6 +0.3

M' s (-) indicates that the group scored below the state average.

.Plus ( +) indicates-that the group scored above the state4everage.

t

Delaware. In the spring of 1975, 26,500 students in-public schoolS and

1,060 in parochial schools in Delaware were tested in reading, English,

mathematics, science, and social studies. Grades four'and eight were tested

in social studies while grade one was not.

The summary at the beginning of the report indicated that, for all subject

areas tested,

When differences between the%groupS in measured ability
are taken into consideration, the performance of fourth-grade
students in Delaware is superior to that of a national norming
group on identical items embedded in thetest batteries.
(Handrick 1975, p. .i)



In social studies specifically, results were summarize:1as follows:
%

FoUrth-grade students are equally proficient in the genera3

'areas of inquiry skills and social studies understabdings-:- They
have difficulty in understanding cultural variation. (p. ii)

° . For grade eight, the overall summary stated that:

40-

The perforMance of eighth-grade students in Delaware is
inferior to that of a national forming group on identifcal items
embedded in the test battery even when differences in measured
ability'of the two groups are considered. (p: ii).

Eighth-graders' social studies performance was summarized avfollows:

Eighth-grade students are more proficient in the area
of social understandings than in that of inquiryoskills. They

have difficulty identifying reliable and unreliable sources of
information in a given situation. (p. iii) .

°Further detail was given for fourth-grade social studies performance in.

the body of the report:

FOurth-grade students performed it 'same lever:

.of.proficiency in answering the items designe0o measure the
two major categoreis of social studies objectives: inquiry

skills and understandings. They'performed best on the items

concerned with an understanding of land-man'interaction, and

had the greatest difficulty with items dealtngfiqh an
understanding of cultural variation. (p. 13) !

Eighth -grade social studies performance was also ejaborated a bit:,
j

On the average, a greater Percentage of eighth-grade
students correctly. .answered the items dealing with social
studies understandings than the percentage who correctly
answered those dealing with inquiry skills. They were most
proficient in answering items concerning, an understanding
of.land-man interaction, and least proficient in answering
those deeling.with the identification of reliable and

unreliable sources of information in a given situation.

(p. 18)

Hawaii. In February 1971, Sequential Tests of Educational Progress (STEP),

Social Studies test was administered to students in grades 5, 7, 9, 11, and 12

in Hawaii. (The STEP Science and Listening tests were also administered at the

same time.)
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Overall, the STEP Social Studies results indicated that "a typical student

in the seventh grade [achieved] as well as the national norm group. Although the

ninth and eleventh graders [were] perfoiming slightly below national average

level, the fifth and twelfth raders [were] very much below the norm" (Loui 1972,

pp. 35, 38). More detailed explanations of strengths,and weaknesses within

specific areas of social studies were not provided.. (The STEP Social StUdies

test measures readings and ihteriL'et maps, charts, diagrams, and printed word

"to see relationships among basic facts, trends and concepts, and to analyze

critically materials pertaining t

35).)

effective citizenship to our society"

Maine. The Maine Department of Education tested of statewide probability

sample of 17-year-olds in both public and nonpublic schoo4s on citizenship and

writing during 1972. A total of 2,00'9 out of a school population of 17,000 in

the state were tested. The NAEP modekwas followed.

The objectives examined in the Mai\ne AsSessment of Educational Progress

were (Maine Assessment . i. . 1972, p. 64)):

Citizenship Objective's

I Show Concern for the Welfare and Dignity of Others

II Support Rights and Freedoms of All Individuals and
Recognize the Value of Just Law

III .
Know the Main Structure aid Functions of Government

IV Participate in Civic Action

V Understand Problems in International Relations'and -

Approach Civic Decisions Rationally

VI Take Responsibility for Own Development

F
The results of the Maine assessment in citizenship are neatly summarized

on pages 65-66 of the report (Maine Assessment . . . 1972):

In the area of Citizenship, the following summary conclusion may be drawn:

Reviewing all Citizenship results together, the tendency was
for Maine 17-year-olds to surpass national performance on concern
for the well-being of others and respect for their rights as
individuals. However, national achievement was so low in some of

these areas that even Maine should not tat comfort. Better
understanding of constitucional freedoms in real life and the
development-of practical skills-in citizen participation in
government a:=5the two,main challenges to civic educators revealed -

by this assessment.
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Massachusetts. During 1975-76, 8,000 nine- and 17-year olds, throughout

the state of Massachusetts were tested in citizenship and social studies.'

The NAEP exercises in social studies were adapted for use in the state;

citizenship, items were drawn from Joint Council on Economic Education tests,

developed anew by educators in the state, and taken from instruments that had

been used nationally.

The report (Massachusetts Educational Assessment Program . . . 1976)

states that, overall Massachusetts students did as well or better than the

NAEP Northeast sample on social studies. They were also high in comparison

to the national saniplesi performance. The Massachuseets Assessment also

found that high-socioeconomic status students-did better, as was to be'

expected. Also, students from big cities fell behind their peers. Students

\with more Kighly educated parents and students' in college-bound programs

performed better.
0-

(,7\

The Citizenship Assessment also included national and regional

complsons with results in general, to those reported for student

performa
\
nce on social studies.

The Ma9achusetts Assessment also collected data on student participation

and correlated this with test results. It was found that participation in

school service and community activities correlated with high test performance,

including strong citizenship values. Participants in student government and

school publications performed particularly well on some citizenship objectives.

Participants in political groups outside the school showed the highest perfor-

mance levels in social studies.

There wasno strong connection between self-esteem and performance. Also,

there was little evidence of extreme scores on cynicism measures for Massachusetts

17-year-olds.
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New Mexico. New Mexico's State Department of Education has mported on the

administration of the American College Test (ACT) to college-boundseniors in

the state. The test-consists of four sections, in English, mathematics, social'

studies, and natural science.,

1971-72, 9,107 of the college-bound students in New Mexico took ACT;

approximately 45-percent of the 12th-grade students registered at the. beginning

of the sehdol year... The report for that year devoted considerable attention

to the ACT test 'score declines-1n New Mexico. It noted that scores for 1971-72

showed decreases in comparison to'the 1967-68 scores in every area except

natural sciences. "The social studies test shows the greatest decrement--17.7 -

in 1971-72, down from 19.3 in 1967-68" (Analysis of Statewide Testing Program

Results, 1972 -73 : . . 1973, p. 42).

The 1972-73 ACT administration tested'8,701 students, approximately 42

percent of the 12th -grade students registered at the beginning of the school

year. The report for that year's testing noted that the previous years' downward

trend may have been halted or reversed in all areas butsocial--Itudies for

New Mexico students.

A discussion of test scores decling nationwide and the possible

reasons for these declines can be found in the following section on results

of national testing programs.

North Carolina., Approximately 2,500 randomly selected third graders took

the 1973-74 North Carolina social studies test as part of ihat'states Aisessment

of Educational Progress. The instrument was dpveloped by ;tate agency consul-

tants, drawing on the SCORE item banks released exercises'from NAEP, other.

states' assessment-instruments, and-items developed by the state consultants;,
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The North Carolina report provides-a_useful summary in the,highlights

Of.the social studies assessment (Social Studies. Grade 3. .-, . 1975;

- pp; 13-14):

gr.

North"Carolina's-third irade students scored satisfactorily
or better on approximately two-thirds of the social studies
objectives measured.

The highlights section of the report also discusses the relation of environ-

. mental factors to performance (p. 15):'

Of the significant factors associated with educational oppor-
tunity and achievement, parental edUcational level:and family.
income-are important., Across all objectivei tested, we see the
results. In families where at least one parent had Some education
beyond high school, the "achievement scores. are high. Achievement
is lowest among students who come from homes where neither parent-,
reached the eight grade. A similar pattern exists for family
income--high incomes are associated with highachievement and low
incomes with low achievement.

Also, the highlights'section indicates tentative results from a spetial oral-

interview assessment with 45b third graders (p.-15): 10

(1) North Carolina's students believe that conflicts are best

resolved by a third party; ..'

(2) in conjunction, they believe that the major function of laws
should be to punish wrongdoers and protect citizens;

(3) their responses to the oral items would indicate that without
formal training in cognitive more) development, they tend 'to
respond to social conflicts as theorized by Kohlberg . . .;

and

(4) results from the written and oral tests indicate that our
third graders do not respond differently .on these two types
of tests.

A second kind of reporting format was a table showing not only student - -

performance on each -objective but.also teacher ratings of the objectives,

data on whether they are being taught in class, and predictions of. their
N f

students' responses. This tabte (from pages 85-87"of the report) is included'

ti

in the Appendix .(Table A-11)
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South Carolina. In the fall of 1975,.the South Carolina State Department

of Education administered theCpprehensive Test of Basic Skills to all studefits

in grades four and seven and a sample of 11th grader§. This test battery includes
,

.

a section on'social studies, as well as sections on riding; language,

mathematics:reference skills, and science.

The following three tables show state and national results fortthe 1975(
1 ' . I

testing and differencei between state and national rei.ults for,both the 1975-76

. and the 197475 school years (Johnson and Finch 1976, pp.4,44110nd 53):

. Table 41. ft

.

SOUTH CAROLINA VEWiDS,NATIONAL ITEM PERCENTAGES CORRECT
FOR EACH SUBSKILL AREA, ALL STUDENTS, GRADE 4

P

'''

Tests and

1§tate %

Correct
National %

'Correct
. Difference

75-76. 74-75

Reading

r

Reading Vocabulary 52% 61% -9' (-10)

Reading Comprehension 54% 52% -8 (- 9)

Language .
/

- - . ,./

Spelling' ... /

*-, .

70% 75% -5 (- 5)

° Language Mechanics

.Lahguage Expression

57%

56%

64%

65% ,

-7

-9

(- 8)

(-10),

Mathematics

Mathematics ChmpUtation 62% 72% -10* (-12)

Mathematics Concepts 62% 71%
,
-9 .' (-10)

Mathematics Applications 54% 63% -9 (,. 9)

Reference Skills 53% 58% -5 (- 6) ..

. 2

Science 48% , 54% -6 (- 7)

,

, SoCial Studies 44% 50% -6 (- 7)
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Table 44.

'SOUTH CAROLINA VERSUS: NATIONAL ITEM PERCENTAGES CORRECT
FOR EACH SUBSKILL AREA, ALL STUDENTS, GRADE 7

Tests and Subtests
State %
Correct

National %
Correct

\ Difference
75-76 74-75

Reading:

_Reading Vocabulary

Reading Comprehension

64%

63%

70%

66%

-6

-3

(-5)

(-3)

Language

Spelling 76% 79% (-3)

Language Mechanics 66% . 69% -3 (-3)

Language Expression 61% 65% -4 (-4)

Mathematics

Mathematics Computation 68% 73% -5 (-6)

Mathematics Concepts 61% 66% -5 (-4)

Mathematics Application
, .

62% 67% -5 (-5)

.-

Reference Skills 66% 68% -2 (-2)

Science 54% 56% -2 (-2)

Social Studies 53%. 57% -4 (-3)

O

Table

SOUTH CAROLINA VERSUS NATIONAL ITEM PERCENTAGES CORRECT
FOR EACH SUBSKILL AREA, GRADE 11

Tests and Subtests
State %
Correct

National %
Correct

Difference
75-76

.

-7

-6 '--"

74-75

Reading

Reading Vocabulary

Reading Comprehension
-

54%

55%

/61%

61%

.
. . ... . .

( -8)

(-7)
.
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Language

Spelling 63% 66% -3 (-5)

Language Mechanics 67% '70% -3 -5)

Language Expression 57% 61% -4 (-6)

Mathematics

Mathematics Computation 58% 65% -7 (-9)

Mathematics Concepts 58% 64%' -6 (-8)

Mathematics Applications 47% 56% -9 (-9)

Reference. Skills 62% . 65% -3 (-4)

Science 50% 54% -4 (-5)

Social Studies 55% 58% -3 (-4)

No breakdowns of results within the social studies area are provided.

Mational,Testing\Programs: The Achievement Test Score Decline

The nation has become alarmed in the last few years over declines in

achievement test scores. Harnischfeger and Wiley (1975) have produced the

most comprehensive\examination of this phenomenon to date. They describe the

situation as followS,(pp. 1-5):

Through the nineteen - forties, fifties, and up to the mid- N,

sixties, achievement tests scores steadily increased. Since then,

many test scores\drop. 'The reported test score,declines are more
dramatic in recent years and most evident for higher grades. They

, are especially pronounced in verbal tests, but hold for nearly
all tested areas. Specifically:

--Scholastic Aptitude Test (SAT). Nationwide, college-bound
high school seniors show a decline in verbal and mathematical,
scores over the past decade. Females who used to earn
higher scores than males in verbal aptitudes fell below the
male average, indicating amore drastic drop for them than
for male students. The mathematic scores show lesS large
and subst4ntially equal declines for males and females;
we note that female students have always had loWer average
dcores than males.

2.48
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American College Testing Program (ACT). Another test,

*idely used for college-bound high school seniors, supports
the downward trend of the SAT scores in English and mathe,

matics, although female students do not exhibit the dramatic

drop in English as in the SAT Verbal score, but stay
considerably above the average male scores. Social Studies

scores show a larger decrease. Here, females' test scores

dropped more than males. Only Natural Science scores have

remained at the same average level over the past decide.

--Preliminary Scholastic Aptitude Test (PSAT). The nationwide

test scores of high school juniors.do not show systematic

declines over the past decade. However, female students

seem to have lost their lead over males in verbal aptitudes.

They recently dropped below the male average score. On the

other hand, the smaller difference in male and female

mathematical scores indicates a slight', although non-
systematic, rise of junior high school females' test scores.

-- Minnesota Scholastic Aptitude Test (MSAT)., This test,

taken by more than 90 percent of high school juniors in

Minnesota, reproduces the SAT and ACT trends. Scores rose .

steadily to the mid-s'xties and have declined since,

continously.

--Iowa Tests of Educational Development (ITED). These are

widely used tests in senior high school-(grades 9-12).

Looking only at-scores from the State of Iowa, we find

basically the same pattern of decline as for the SAT, ACT,

and MSAT test scores. Twelfth graders' score declines are

prominent, but a decline of vocabulary and mathematic scores

can be found, for the same time period for all senior high

school graders.

--Iowa Tests of Basic"Skills (ITBS). These. sts, spanning

grades 1 through 8, show the same trend of 'line down to

grade 4.. Third graders do not show a decrease in test

scores over the past decade. But if we follow t earlier

third graders through their schooling career, they. arti-

cipate in the pattern of score declines in later gra

--Comprehensive Tests of Basic Skills (CTBS). These tests are

similar in intent to the ITBS, but start at grade 2 and NN,

extend to grade 10. A similar change pattern emerges in the

comparison of norm data frdm 1968 and 1973. Small gains are

generally observed in 2nd3rd, and 4th grades, while losses,

widening with each increasing grade, occur for grades 5 through

10,

--National Assessment of Educational Progress (NAEP). The

NAEP conducts educational progress assessments in ten

subject areas for 9-, 13- and 17-year olds, in four-year

cycles. The- -three areas for-which change data are available

are Science (1969 to 1973), Functional Literacy/Basic

Reading Performance for 17-year olds only (1971 and 1974), and

Writing Mechanics (1969 to 1974).

249



-236

The pattern of change in science shows general declines.
9-year olds' (about-4th grade) performance from 1970 to
1973, and 13-year olds' (about 8th grade) performance from
1969 to 1972 diminished on two-thirds cf the test items.
Even greater drops occurred for 17-year olds (11th and 12
graders) who. performed more poorly on 76 percent of the
items administered in 1969 and 1973. The results.for the
Reading-Literacy assessment show an opposite trend. 17-year
olds' performance levels have increased over the three-year
period, while their writing skills have declined, on the
average, due especially to a considerably Higher proportion
Of poor writers., However, the proportion of very good
writers increased slightly. .13-year olds write, in general,

poorer quality essays. But 9-year olds improved their

writing skills somewhat. Females, in allage groups, show
on the average, higher quality writing skills than the
males, although their decline pattern follows that of the
males.

4

-- Sta'iford- Binet. An intelligence test score study of
preschoolers, 10-year olds, and adolescents, contrasting
performance in the early thirties with that in 1972
puctuates the situation. Preschoolers of 1972 had, on the

average, a 10-point higher score than their.age-mates of
the. thirties; 10-year olds averaged only 2 p6ints higher and
adolescents showed about 6 point higher scores. But, a

comparison of the scores of the 1972 preschoolers with their
scores 3 years later showed an average 3 point drop. Another

startling block in an emerging mosiac.

Grossly, the typical line of trend over the past fifteen years for
all testing programs was a'steady increase in all tested subject
areas up the mjd-xisties, and a drop since, to roughly a level in

1970 that was first reached in the early sixties. .But a further

and steeper decrease has occurred in the past few years to a level,
e.g., for the SAT, below that of thg first modern SAT in the forties.

Only two of the test programs reviewed by Harnischfeger and Wiley, as well"

as other commentators on the test score decline, yield separable social studies

scores. These are the ACT and the mo. In both, the social studies scores have

declined along with other subtest scores. The ACT social studies 'scores showed

the largest decreases of all the, ACT subtests, as noted above. However, no

special attention has been given to this particular aspect of the test score

declines.
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A host of explanations of the test score decline have been offered.

Suggested-reasons fall into three categories: changes in the tests themselves;

changes in the test-taking pool; and changes in student preparation and

motivation.

Tests. Three possible explanations related to the tests themselves have

been advanced.

1) The tests are getting harder. Munday (1976) dismisses this possi iltty

after examination of the data for the ACT.

2) Content and scaling shifts have occurred in the tests. Both Munda

(1976), for the ACT, and Harnischfeger and Wiley (1975) for all the achievem nt

tests listed above dismiss this possibility.

The tests do not measure aptitude, they are race and class biased,

and their results are misused. Although Some critics have raised these issues

in connection with the test score declines, it is difficult to see how such

factors can possibly account for changes in scores during the last decade.

Edson (1976) points out that these issues are only tangentially related to the

issue of test score trends.

Test-taking Pool. Apparently more'promisingsare arguments related to

changes in the 'kinds of people taking Vie tests. Five possibilities have been

advanced here.

1) The number of women taking college-admissions tests has increased over

the last 'decade. Now ix: is.not only the "bright" women who apply to college,

Munday (1976) puts heavy emphasis on this change in the test -taking pool as a

Major reason forthe ACT overall decline:

Clearly, the ACT composit decline over these years [1965-66 to

present] for the total group was not equally shared by men and

women. It is^due to the substantial decline in test scores for

women. (p. 7)
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h women's test scores have declined morepan men's on the college tests,

not consi. .ently the case on tests administered to the broader population.\

of students. For instance, on the ITED there was a bigger decline for boys than

/ -

for girls (Munday 1976). This suggests, then, that the college-admissions score /

declines might at least'partially be attributed to the changes in the test-

taki

and

18

fa

ng pool ("we are getting a somewhat more selective group of men in college,

a considerably less selective group of women," as Munday states it on page /

of-his paper), but that the more general declines might be attributed to other

ctors.

Harnischfeger and Wiley (1975) state that females' verbal test scores ha/ve

ecreased more than those of males overall. They suggest several reasons for

the-female declines that go beyond the change-in-pool hypothesis:but which/

are appropriately mentioned here since.the women's issue has been broached

(p. 117):

Why have females' verbal test 'scores decreased more than those of
males? Any answer to this question to consider the earlier,

usua score leads that females had in language, verbal, and writing

tests. These were often attributed to more consistent study
habits of females' in- and outside of school. The search for an

explanation might consider this speculation. If females nowtake
fewer courses in traditional curricular areas, if they have and
do less homework, and if they increasingly exchange television
viewing for reading and learning, then their score losses should

a be greater, because their scores have been relatively more
dependent on these work habits and course enrollements than those
of males.

.

2) Some have suggested that more minorities and economically disadvantaged

students may be taking the test. However, both Munday ('1976) and Edson (1976)

point out that the proportion of minority test takers for the ACT and SAT has not

changed during the period of greatest decline. Further, the SES data gathered

on takers of these two tests does not support the contention that more low-SES

students are taking the tests or that fewer upper-income students are taking them.
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3) Some have suggested that fewer of the-"bright" students are opting for

college and taking the college-admissions tests now than in the past. The

evidence here is not clear. According to Munday (1976) the percentage of

high-scoring students had decreased on the SAT but remained stable on ACTS The ,
o

percentage of low-scoring students has increased on both. The overall variability

of student achievement has-increased.

4) Harnischfeger and Wiley (1975)%argue that one very good possibility

may be the change in the drop-out rate since the early 1950s. The school drop-

out rate decreased substantially between 1950 and 1966 and levelled off after

that time. More lower achievers are staying in school and taking at least the

general achievement-tests if not the college admissions test.

5) One change in the test-taking population for the SAT is that more

students are using their junior-year scores for college admissions instead of

taking the test a second time in the senior year. This, however, would account

for only a trivial amount of the decline, according to Edson (1976).

Student Preparat'nn and Motivation'. A third set of possible explanations

of the score declines Iggests that the declines, are not merely artifacts of

changes in the tests or the test-taking pool. Rather, the declines reflect

real changes' in student knowledge, abilities, and motivations, Reasons offered'

here may De grouped into two categdries: school influences and societal

influences.

1) School influences.

a) Changes in the pupil composition of classes and whole schools

(for instance, increased school populations and class sizes, desegregated clastes,

ungraded classrooms, frequent turnover related to increased pupil mobility,

ability nixes resulting from increased retention rates) have been suggested as
r

possible factors affecting student learning and motivation.- Harnischfeger and

Wiley*(1976) pdint out that the only systematic data on such factors concerns
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racial desegregation pattAlsand retention rates. Since desegregation has been

mainly a regional phenomenon affecting the South, this cannot account for

national trends. (Munday points out that the declines are nationwide; not

testricted to certain states or regions.) Retention (or drop-out) rates have
-0*

been discussed above; these may-have some effect.

b) Changes in school'organizatjon and resources (such as double

sessions, school consolidation, teacher aides, other resources afforded by

programs such as ESEA Title I) might have affected studei;it learning and 'motive=

tion. However, we have no consistent data on these possibilities, according to

Harhischfeger and Wiley (1975).

c) Changes in the quantity of schooling is another possibility

suggested by Harnischfeger and Wiley (1975). They point out that the average

length of the school year has been relatively stable at 180',days since about

1960. However, average daily attendance peaked in 1965-66 and has been dropping

ever_since (along with the drop in the drop-out rates). Thus, decreases in the

amount of time spent in school are another strong possibility for explanation.

Changes in the curriculum are one of the strongest candidates

for explaining the dedline'in test scores, according to Harnischfeger and Wiley
P

(1975). They examine enrollements by subject area and present the following

general conclusions (pp. 98-99):

--There has been a general enrollment drop in academic courses.

- -This general decline has come about mostly because of
substantial decreases in general course takj'A which have
not been substantially replaced by increases in elective or
specialty courses.

- -Therelias been a sizable drop in the proportions of pupils
enrolling in the traditional basic courses of the college
preparatory curricula, Algebra, first-year foreign languages,
Chemistry, and Physis.
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--There have been, by 1972/73, no sizable declines in advanced

college preparatory courses. It is not clear whether this

was due to stable basic enrollments of those who traditionally

take advanced work, or whether the enrollment drops in more
basic courses, had not yet. reached advanced levels by 1972/73.

--The decrease in academic course taking is not compensated
by increases'in practical courses giving preparation for

employment and home making.

%..-We lack information on what pupils' activities have changed

to. Possible-factors are: lowered instructional offerings
and increasing work-study programs not counted as courses.

In 'regard to social tstudies, they examine enrollments from 1970-71.to

1972-73. History enrollments showed no sizeable drop overall, but there Was a

redistribution, "Regular" history course taking dropped, with the largest

Ldeclines in U.S. (-7%) and state (-14%) history and world history remaining at

about-the smne 1ev617--Mailies and specialized courses took up the-slack,,---

increasing frorntan enrollment of 6.9 percent to 9.2 percent over the two-year

period. Enrollments in other academic areas, such as English and mathematics,

showed similar patterns.

Harnischfeger and Wiley (1975) believe that curriculum changes offer the

strongest explanation among school-related influences for the decline in test

scores. Munday (1976), on the other hand,directly:coniradicts this, stating

that there probably has not been a major curriculum redirection at the higtr school

level in the last ten years.. His evidence-for this conclusion, however, is. quite.

weak and indirect compared to the evidence offered by Harnischfeger and Wiley.

e) Teacher characteristics are 'another suggested influence.

Harnischfeger and Wiley (1975) note that the data here are mixed and that, in

any event, existing evidence does not provide direct links between changes in

teacher characteristics and test score changes. They point out that teachers

in 1973 were somewhat better educated (had higher degrees) than teachers in

1960; on the other hand, average years teaching experience of- the teachings

force as a whole was less in 1970 than in 1960. Edson (1976) mentions some bother
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possible factors--teacher militancy and unions, additional demands on teachers'

time (such as filling out more reports, handling discipline problems) and the

like--but offers no data regarding-these arguments.

fr Racial tensions in the schools are sometimes cited as

possible contributing fiCtors (Edson 1976), but '"11 evidence linking this to test

score declines has4been offered.

g) Discipline problems, ndt only as they take up additional

teacher time but also as they distract other students' attention, have also

been mentioned (Edson°1976), but again no data are offered in support Of this

as a factor.

h) Tightening school budgets, with resultant decreases in

services and cutbacks in educational programs, are sometimes suggested ( Edson

1976). Again, no evidence is offered.

j) Changes in educational philosophy, with greater emphasis on

creativity and spontaneity and less on structure and traditional content, is

often noted. Many accuse the schools of emphasizing "fads and frills" at the

expense of "the basics." (Edson 1976) Here, too, evidence is lacking.

2) Societal influences.

a) Television, like the schools, seems to get blamed for much

that is "wrong" in our society. Both Harnischfeger and Wiley (1975) and

Edson (1976) cite critics who attribute the test score decline to increased TV

watching among students. Harnischfeger and Wiley note that they did not find

any data to enlighten us on the question of whether television watching decreases

the time devoted to homework, reading, and family interaction. Set ownership had

steadily increased since the Second World. War; but,:in the mid-seventies, TV

watching apparently reached.a saturation point, as indicated by a six percent

decrease in viewing rime either 1974 or 1975--it is not clear from Harnischfeger

and WileY's statement). They suggest'that TV may have positive effects on
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children's learning during the early schOol years and detrimental effects as the

child moves to higher grades; this would be consistent with the steady or

improved scores found until about the third grade and the declining scores

occuring after that.

b) Decreasihg acceptance of societal norms by youth may be

another factor in the score decline picture. Harnischfeger and Wiley (1975)

note the increases in youth crime and drug.use, but point out that there is no

data connecting these phenomena with test scores. Another possible aspect of

decreasing acceptance'of tradition-al societal norms might be the apparent

decrease among young people who view education as being "extremely illOrtanin

for success in later life, according to Gallup Poll findings cited by

Harnischfeger and Wiley(1975). They further note that the payoff for

elation in our society is presently declining and that this'is recognized by

youth, as indicated by the lower college enrollments by middle-class children.

.
Further, both Harnischfeger and Wiley (1975) and Edson (1976) note the rise of

the.counterculture,wtiich has apparently diverted young people's attention

from traditional academic interests and drawn them into various emotional,

expre'Ssive, and religious realms. None of these apparent shifts in societal . \

values, or in youth's acceptance of societal values, have been well dOcumented,

much less linked by solid evidence to test score declines.

c) Changes in family structure and.values is another cluster

of factors often suggested as contributing'to test score declineS. Harnischfeger

and Wiley (1975) note increases in the proportion of working mothers, decreases

in tral number of adults in family units, increases in the number of single-

parent-ifamilies, and increases in the number of illegitimate children.' However,

they are not able to relate these directly to the test score declines. They

also hypothesize some possible relationships between the post-war.baby-boOm and

the declines: children were born to younger parents in less economically
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advantagedps environments; closer spacing of children was characteristic and

this fias been shown to have generally negatqe-effects on achievement (parents_
0

are able to give less individual attention to each child). None of these ;

hypotheses has been confirmed.

Summary,. It would appear that the following hypotheses hold the best

,rpotential as explanations of the achievement test score declines:

--change to a greater'proportion of women in the college-admissions test -

takingtaking pool

-- change in the composition of school and classroom populations due to the

decreaSed drop-out rate

--change in the quantity of schooling due to decreaSes in average daily

attendance'

--changes in curriculum and subject enrollements

/

I"

It should be noted, however, that these explanations appear to be the strongett

because the data for, them are more readily available than for other proposed

explanations.

As mentioned before, social studies score.declines have not received

,specifit,,attehtion. The only proposed explanation for ei-in this area
IC

for which data have been presented is the curriculum changelypOthesis. If

curriculum change in social studies is.the prime culprit for the comparatively

heavy declines in this area, then two courses oPbction'are implied: either

change the curriculum back to its prior configufation (re-institute survey

course requirements and the like) or change the tests ti assess the altered

curriculum (for instance, include more social science items and fewer historical

questions).. However, that if,is a big one; closer examination of the social

studies declines may be warranted before any action can be recommended. For

instance, student motivation may be a particularly important contributor to '

social studies decIines.. A recent survey by Fernidez et a1. (l975) showed that
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social studiesewhich.has always been.one of the-least.:likedIschool .subjects,

was perceived by students as being-considerably less relevant and useful than

English or mathematics in preparing them for success in future occupations.

Further, suburben.students, who are generally higher achievers, rated social

studies even lower in this respect than did Urban students. Mi§ht thisnot,

have some bearing on.the declines in social studies scores, which are generally

larger than declines in English and mathematics?

Finally, an ironic note raised by Munday (1976): Why didn't anybody ever

ask for an explanat;on of why achievement test scores were rising in the fifties

and early sixties?

Effects ofSchooling on Political and Social Knowledge and Attitudes

A few studies have attempted to ascertain the effects of the amount of

.schooling'in general or the amount and kind of social studies instftiEtion on

student political and social knowledge, skills,and attitudes.

A recent major undertaking was the.study by Hyman et al. (1975), entitled

The Enduring Effects of. Education. Hymad and his Colleagues sought to respond

to thecritiques of education by Coleman, Jencks; and others, whose equally .

massive studies found the effects of schooling onivaHous outcome measures to

be minimal at best. Coleman's major question was whether variations in the

resources of schools produced differences in students' cognitive knowledge

while 'they were in school. Jencks was interested in the post-school effects

of schooling, but his dependent measures*refei-red to money andipoiition rather
. . ,

than knowledge. Hyman et al decided to exapine the".long-term (post-schooling)

effects of amount of schooling on knowledge. WhileiColemanthad.found that

variations in choolresodrces had minimaleffects orr*student knowledge and

Jencks' had found that amount of schooling hadlittle or no effect on adultearn*Igs

and status, Hyman et al; found that "education, produces large, pervasive,
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and enduring effects on knowledge and receptivity to.knowl^dge" (Hyman et al.

1975, p. 109). 4

Hyman and his colleagues' findings are of particular interest to social

studies-educators because almost all of his outcome measures focused on

political and social knowledge. Hyman et al. re-analyzed data from 54 national
0 -.

,

surveys (from Gallup Poll, National,Opinion Research Center, Upivesityof

Chicago, and Survey Researdh Center, University of Mithigan), each of which was

designed to approach the.ideal'of an unbiased sample of the
adult populatiou'at large at the time of the original inquiry.
In the aggregate, this yielded a pool of about 80,000 indivi-
duals on whom measurements of various relevant variables had
already been obtained. All these stir:lays were .conducted

during 1949 -71.. (p. 4)

They examined results from these surveys at four p in time: early fifties,

mid- fifties, -early sixties, and late sixties, At'least`three levels of

educatiol.pl moment -- elementary school completed,'hjgh.school graduation,

cortege-graduationwere examined in all cases. Alsp, foe' age groups were

employed..in the analysis: young adults (25-36)two intermediate age groups

- .

37 to 48,and 49-to 60), and oldest adults (51-72).. Controls were applied for
.

sex, race, religion, immigration, social class- origins, residential origins,

and current social position. Wee hundred dlscrete measures of knowledge and

recerJvity to knowledge from the 54 surveys were useable. Of the 260

knowledge items,.11 tested knowledge of'popularculture:, 140 tested knowledge

. of public affairs; 88 tested nacademtc" knowledge; and 11 tested km....aledge of
,/.

the duties and tools in four occupitions(two indistrial and two white-collar)..

The stwlv produced' consistent And strong results showing that the amount

I

of schooling had positive effects on at' least low-level cognitive knowledge,

such as that measured by'nationwide.surveys. Whatever schooling's effects (or'

lack of effects) may be on short-term knowledge levels (as measUrTi by

cognitive tests while students are still in scho"l) and:on adult income and

2 6 0
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status, one cannot say-schools have no positive effects at all, according to

Hyman and his Colleagues.

Whether one can attribute these positive effects to the social studies

cur riculum--the part of the curriculum that is generally cons;dered to be most

directly concerned with the kinds of knowledge predominantly measured in the

surveys used by Hyman et al.--is another matter. Jennings and Levenson (1968),

in a national survey of the political learning of a representative sample of

1,669 high school seniors, found that the number of civics courses taken had

little-or no effect on political' knowledge and attitudes.

An overview of the results offers strikingly little

support for the impact of the curriculTn. It is true that the

direction for the findings generally agrees with the predictions -

:advanced above. That is, the more civics courses the student has
. .

had the more likely he was to be knowledgeable, to be interested

in 'politics, to expose himself to the political content on the

mass media, to have-more political discourse, to feel more

efficacious, to espouse a participative (versus loyalty)

'orientation, and to show more civic tolerance. The possible

e ception to the pattern was the curvilinear relatibnship between

course-takinj'and political cynicism. Thus, the claims made for

the importance of the civic education courses in the senior high

school are vindicated if one,coAiders only the direction of

the results.

However,. it is perfectly obvious, from the size of the corre-

lations that the magnitude of the relationships are extremely

weak, in most instances bordering on the trivial . . . .

While political Interests tends to-increase with an increase

in the number of civics courses taken, the relationship is quite

Small. This and similar findings serve at evidence fOr the critics'

contention that course taking among older adolescents results-in

only incremental changes in political orientations. Indeed, in

all Gases, the increments were so minuscule as to raise serious

questions about the utility of investing in government courses in

the senior high school, at least as these courses are presently

constituted. (pp. 14-15)

Although, overall, civics course-taking appeared to have no effect on political

'knOwledge and attitudes, in one instance the curriculum did appear to have

some effect:

4
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When White and Negro students were observed separately, it

became clear that the curriculum exerted considerably' more
influence on the latter. On several measures the effect was to

move the Negro youths -- especially those from less-educated

families--to a position more congruent with the White youths and
more in consonance with the usual goals of civic education in the

United StCzes. With respect to,some quasi=participative measures,

taking a civics course served to depress their performance,/

expecially those from better-educated families. In virtually all

instances the, Negro students were much more affected by taking
such courses than were the Whites, regardless of whether the

results were positive or negative.;
'-

One explanation of the singular consequence of the curriculum

upon Negro stOents is that information redundancy is lower for

them than for White students. Because*of cultural and social ,

status differences, the Negro students are more likely to encounter-

new or conflicting perspectives /and content. The more usual

case for Whites is a further layering of familiar materials

which', by and large, repeat the/ message from other past and

contemporarylsources. It is cqnceivable that othersubpopulations

of students are affected differently by the curriculum,; that

variations in content and pedagogy lead to varying outcomes; or
that the wii ll-be delayed consequences from course exposure.

(p 18) I

1

The last point--that it is con eivable there could be delayed consequences

1from course exposuremay be particilarly important to consider in light of

the findings of Hyman et al.

Jennings and Levensoii's findings are consistent-with previous studies'

findings in regard to the effects of t e social studies curriculum on political

lisnowledge and attitudes. Patrick summarized these other studies:

While not conclusi,e, several resea\rch studies have indlCated that

formal instructional programs in civic education have ftle or no

impact upon political attitudes and alues, that students are not

moved very faritoward'attainment of t e previously stated common

objectives of instruction. Furthermo0, high school civics and

government courses appear to contribute only slightly to increased

political knowledge and sophistication:; (Patri,ck 1969, p. 15)

Very little investigation beyond that (1 Hyman'et al., Jennings and Levenson,

and other political socialization studies sunimarizeL: by Patrick is available

on the question of the effects of amount of schooling, particularly within the

/ 1

social studies curriculum, on short-'and long-term social learning.

1
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Summary Observations

1) The national testing programs, such as SAT and ITED, focus on knowledge
and skills. Only a few of these programs yield social studies scores
separate from scores in other subject areas.

2) Newer national and state testing programs, usually referred to as
assessments, attempt to measure attitudinal as well as knowledge and
skill outcomes. Often, the attitudinal material is covered under the
heading of citizenship, although it sometimes is included in the portion
of the assessment labeled social studies.

3) The assessment efforts have not yet produced trend data, as have the
longer-lived national testing programs, nor have they been normed.
Hence, it is quite difficult to interpret their results.

4) On the other hand, the national testing programs do not generally provide
breakdowns within the social studies portions of .their tests (e.g.,
social studies knowledge, skills, and attitudes; or knowledge of history,
economics, and government)--when they have separate social studies
segments at all--while the assessments do provide this more refined sort
of data. Generally, the assessments provide breakdowns by various social
studies and/or citizenship objectives that clusters of items were designed
to measure.

5) In light of the difficulties of interpreting results of the national and
state assessments, the following generalizations must be considered
highly tentative:
a) The skill area in which there appears to be the greatest deficiency

is interpretation of maps, graphs, and tables. Although NAEP found

satisfactory performance on information-seeking skills, such as
identifying appropriate sources of information, some of the state
assessment results indicate that there may be deficiencies in certain
higher-level inquiry skills, such as identifying reliable and
unreliable sources of information and making inferences.. Also,
NAEP findings indicate that students and young adults may not neces-
sarily have mastery of basic citizenship skills, such as understanding
how to use all parts of a simple ballot.

) The knowledge area appears to be the weakest for all age levels.
Recall of factual information is difficult for all, not surprisingly;
and group (such as SES, sex, age, region, income, type of community).
differences tend to be most extreme on knowledge exercises. The

areas of greatest deficiency in both the NAEP and state assessments
appear to be geographical and economic knowledge. Respondents do

somewhat better on historiCal and political knowledge. (It should

be pointed out,however, that any Political scientist would be
apalled at some of the purportedly 'basic" information that is not
widely known throughout the assessment sample--for instance, only
about half the respondents to the NAEP Bicentennial survey knew that
the President could not appoint people to:Congress. Historians would

undoubtedly react similarly to the extent of historical knowledge.)
One of the social sciences that is generally not distinguished in
reports of results is anthropology; a cursory glance at results
related to objectives such as "understanding cultural variation"
hints that there may be deficiencies in anthropology, too.
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c) It is extremely difficult, if not impossible, to summarize briefly\
and meaningfully the findings in regard to attitudes; generally
measured in citizenship assessments. The results of NAEP's assess-

ment, which seem to be supported by state assessments, are indicated
very roughlygrow:

Show concern for well-being of others: Respondents showed

high support for this objective.

Support rights and freedoms of all individuals: Respondents

showed high support in principle, but there was a decrease
in support in specific application!

Recognize the value of just law: High support.

Know the main structure and functions of government: Respondents

demonstrated fair performance on this objective.

Participate in effective civil action: Rather low performance.

Understand problems of international relations: Respondents

had high awareness of such probleMs.

Approach civic decisions rationally: High awareness of societal

problems; recognition of need to approach them rationally
improves with age, to a fairly high level.

Take responsibility for Qwn development: Fair performance.

Help and respect own families: High performance.

6) The well-known decline in achievement test scores during the last decade
appears to be most marked in the social studies. Although there has been

much examination of possible reasons for the declines in general, no
attention has been given to possible explanations for social studies
declines in particular.

7,)
The national and state assessments and testing programs are generally not
designed.to enable one to attribute findings in regard to knowledge,
attitude, and skill outcomes specifically .to school influences (although

the presumptiOn is strong that those tests measuring "formal" or "academic"
knowledge are detecting school, and not family or other environmental,

influences). There has not been a great deal of research aimed at linking
the kinds'of social studies outcomes measured by such assessments and

tests to amount and kind.of schooling; there has been even less research

on the influences, if any, of the amount and kind of social studies

instruction on such summative measures of scHooiing's outcomes. Studies

that do exist and focus specifically on social and political knowledge,

skills, and attitudes generally indicate that schooling and social studies

instruction have little effect. One notable exception is described in

this subsection.
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2.9 Research'on Effectiveness of

Social Studies Teacher Education

This subsection reviews research on the effectiveness of various approaches

to teacher education in the social studies. After an overview of the quantity

and quality of research in this area, we examine .findings in regard to training

in instructional methods, training in subject matter, training combining instruc-

tional methods and subject matter; and the influence of trainee characteristics

on the effectiveness of various training approaches. Finally, to give perspec-

tive to the findings related specifically to social studies, we review findings

from the broader teacher education literature.

Sources

This 'section is based on material found in the comprehensive reviews of

research in-social studies education, the three compilations of dissertations

in the field, three special-focus reviews on teacher education in social studies

s,. (Fair 1965; Grannis 1970; and Rosenshine 1972), and one review of general

teacher education resea \rch (Peck and hcker 1973). One other special-focus

review on social studies teacher education (Weintraub 1970) was consulted but

not used.

Documentation and Discussion

Overview: Quantity and Quality of Research on Social
Studies Teacher Education

Amount of Teacher Education Research in Social Studies. Fair's 1965

review was the first special-focus review of research on teacher education in

social studies. Fair claimed that research on social studies teacher eduCation

was quite sparse, a finding that tallies with a count of the, number of teacher

education studies reported by comprehensive reviewers. The picture appears to .
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have changed around 1970, however. The reviews by Rosenshine (1972), Grannis

(1970), and Tucker (19/7) indicated that, by that time, interest in research

in this area had greatly increased. Chapin observed, in her 1974 compilation

of dissertations in the social ttudies, that the most popular topic of social

studies dissertations done from 1969 through March 1973 was "teachers and

teacher education." A total of 63 dissertations on teachers and teacher

education were listed by Chapin, while the previous dissertation compilation

(Gross and De La Cruz 1971), covering the period 1963-1969, listed only 33

(not counting those duplicating the listings in Chapin), and -the 'earliest

compilation (McPhie 1964) listed only 19 done in _ne period 1955-1962.

Almost all of the studies on social studies teacher-education prior to

1967,dealt with preservioe training. Only one study mentIoned in the compre-

hensive reviews%before that year dealt with inservice training. Grannis (1970)

gave the first strong plea for attention to inservice training found in a

review of research. He urged that we view the problems of teacher education

"as a matter of the continuous development and renewal of the teacher and his

school" (p. 300). He suggested not only attention to inservice education,of

individual teachers, but also attention to the school setting within which the

teacher operated. The research he reviewed suggested that, without ongoing

attention to the growth of teachers within the full school setting, any changes

achieved by inser ^e training were likely to revert rapidly_to, the status quo

ante.

Quality of Teacher Education Research in Social Studies. Fair (1965)

centered her review of research in social studies teacher Lducation on'the

need to ,produce more specific, systematic descriptions of teacher behavior.

She devoted her_review 'almost exclusively to "new devicesconceptual, methodo-

logical, and technological- -for obtaining more objective and concrete

descriptions of teacher behavior in classroom situation s" (p. 15). She described
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studies involving the Flanders Interaction Analysis System, Smith and Meux's ,

analysis system based on logical operations, the Aschner-Gallagher Category

System,-videotaping methods, OScAR, and so forth. She did not, however present

the conclusions from the studies reviewed. She stressed the usefulness of

such observational tools not only for research but also for preservice and

inservice training of te:chers.

Payette, Cox, and Johnson (1970) noted that the studies oh,teachereduca-.

tion and teaching during 1969 had displayed an attempt to become more specific

and descriptive about actual classroom behavior of teachers. Apparently

Fair's suggestion was beginning to take hold.

However, Rosenshine's review (1972), originally presented in 1970,

indicated that teacher education research not wily in the social studies but

in other areas, too, was far-from achieving the ideal as yet. Rosenshine found

only 15 studies thatMet his three criteria of sound research on teacher

education: that they include the training of teachers in specified classroom

behaviors; that they make use of observations to verify that those behaviors

actually occurred in the experimental classrooms; and that they employ end-of-

experiment measures of student performance to determine if changed teacher

behavior affects student learning.

Tne most recent reviewer (Tucker 1977) noted an apparent "infirmity" in

the,field of social studies teacher education. He attributed this infirmity

partially to the lack of a cumulative research base and suggested that at

least two things should be considered in building a more solid research base

for social studies teacher education.
Om

First, research on teacher education should be connected.to research.on

effective teaching. Tucker argued that one cannot know whether teacher

education had been successful without first having a conception of what con-

stitutes successful teaching. 'The tendency in the past had been to deal with
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research on teacher education separately from research on classroom teaching.

rl

It was time to examine the links among_three sets of variables: teacher

education variables, teaching behavior 4n the classroom,and student outcomes.

(This echoed Rosenshine's argument that'student outcomes were the ultimate

test of the success of a teacher training` effort.)

Second, conceptions of successful teaching in the social studies varied

with definitions of conceptions of what social studies is/are. One of the

fiTst steps in clarifying the criteria of successful teaching, according to

Tucker, would be to clarify definitions of social studies. Tucker Cited three

definitions, which he saw as dominant among reform movements in the social,

studies: sob al studies as academic disciplines4 social studieS as personal

development, and social studies as social issues. According to Tucker, the

academic disciplines definition had generated the least amount of research on

teaching and teacher education; the personal-development definition had

generated some research, primarily on values education; and the social-issues

approach had generated the bulk of research on teaching and teacher education.

Tucker suggested that one way to proceed would be to examine the degree

to which. the aims, values, and assumptions of each of the three definitions'

were incorporated into particular teacher education programs; then explore the

-effects of those programs on teacher behavior and student outcomes.

Findings of Research on Social Studies Teacher Education

Training in Instructional Methods. In 1970, Rosenshine (1972) reported

to the National Council for the Social Studies on a review of research studies

on teacher education. He had sifted the literature in order to identify

studies involving three elements; training of teachers in specified classroom

behaviors; observations to verify that those behaviors actually occurred in the

exmperimental classrooms; and end-of-experiment measures of student performance.
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Only studies that contained these three elements could illuminate, the full

range of variables of interest in establishing the effectiveness or ineffective-

ness of teacher training approaches and procedures. Although he did not

limit himself to examination of only social'', studies-research, he found only

15 studies meeting his criteria.

Six involved teacher use of specific cognitive behaviors; such as asking

estions that required increased cognitive procesiing to answer. In all six,

there was good evidence that training modified teacher behavior in the desired

direction-and that student classroom behavior became modified to fit the

desired model. However, in all bUt one of the studies, there were no

significant differences between experimental and control students on the

achievement measures at the end of instruction--a disconcerting outcome, to

say the least!

Four studies involved teacher use of specific affective behaviors. In

all of these, the teachers changed thier behavior in the desired direction as a

result of training, but there were no significant differences on student

achievement measures.

Two studies involved increasing student participation during class.

Ndither provided support for the value of student participation, confirming

what correlational studies have found. (Rosenshine goes on to suggest, "The

success of Sesame Street must be a paradox to those who believe thdt student

participation is all important." p. 300)

Finally, three studies on teacher enthusiasm were among the 15. Unlike

the other studies; all three showed significant differences in favor of

enthusiastic presentation of material to students. However, the contrasting

conditions used were far from normal; the nonenthusiastic teachers presented

the material with indifference or in a monotone.
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Only one other research reviewer besides Rosenshine commented on research

on the effectiveness ormethods training. Tucker (1977) examined research on

competency-based teacher education (CBTE): He noted that the bulk of this

research had not focused on 'social studies and that this might be a major

shortcoming of the CBTE research. CBTE researchers had largely ignored the

strong possibility that there might be differences in what constituted

competencies of successful teaching from one subject-matter field to the next.

Tucker argued that, in order to specify what constitutes.successful,teaching

in the social studies, one must first define the social studies. It follows,

then, that specificatign of teaching competencies in social studies depend on

'lbw one conceives the field. Until recently, CBTE researchers have tended to

view competencies as being the same, no matter what the subject matter being

taught; and CBTE -esearch seems to have had little relevance to the problems

of social studies teaching and teacher education,as a result.

In addition to his commentary on CBTE research, Tucker al;o reported one

positive and significant finding of research on methods training. He noted

that the research literature "overwhelmingly" showed that teachers could be

trained to acquire inquiry-oriented behaviors'and dispositions. However, he

did.not takelthis further to.show.that such teacher behavior produced inquiry

behavior by students.

No other reviewers, comprehensive or special focus, offered commemlry

or interpretation of research on the effectiveness of training in social

studies instructional methods.

Training in Subject Matter. A dominant theme in the comprehensive reviews

during the sixties was the poor content preparation of- social studies teachers.

For instance, Skretting and Sundeen (1969) pointed out that several studies had

indicated tnat secondary social studies teachers were not well prepared in the

social sciences. This emphasis on the need for better subject- matter prepare-
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tion of social studies teachers appears to have corresponded with the rise

and heyday of the "new social studies" movement, which heavily emphasized the -

social science disciplines. Tucker (1977). suggested that the academic-

disciplines definition of the social studies--which was at the heart of the

"new social stu ies"--assumed that solid teacher academic background was one

of the most important variables in successful teaching, rather, than taking this

as a research question.

By the late sixties, however, sore researchers were examining this

assumption.* Johnson, Payette, and Cox (1969) reviewed a batch of studies that

appeared in 1968 (eleven, to be exact) and focused on the subject- matter

preparation of 'social studies teachers. Seiren of these were of the survey

variety, simply reporting the amount of preparation in various kinds of content

(e.g:, communism, civics) that teachers in various states had. Four sought to

establish relationships between subject - matter preparation and either teacher

knoWledge or pupil achievement. The surveys generally reported that subject-

matter preparation was "inadequate," with the criterion of adequacy not being

mentioned in the review. Two studies went farther, however, and found that

there was no relationship between formal subject - matter preparation and teacher

knowledge of the subject matter! And two more studies sought to connect the

telling out-ome variable--student learning--with teacher subject-matter'

preparation. Neither found any correlation between the twof (It should be noted

that the latter two studies both were done by researchers attached to "new °

social studies" projects and, thus, came out of the academic-disciplines

perspective. Although these studies appeared late in the "new social studies"

movement, they do show that the academic - disciplines school of thought was not

entirely oblivious to the "researchability" of its assumptions, as Tucker

implied.)

*Adtually, at least one earlier study had explored the question of'the rela-
tionships between teaching success and academic preparation. 'Ellis (1961)
examined the academic backgrounds of 70 secondary teachers, rated* as outstand-

.ing or average/below average.. He found that there, were no statistically
significant differences between the two groups of teachers in terms of the

pattern, quantity, and quality of their academic'preparati,oh.
z71



Grannis (1970) also examined, at some length, the question of whether

teacher subject-matter preparation made any difference.- He pointed out that

a number of studies over 'the previous 30 years had focused on this ,question

and-that-they had shown there was little or no connection between teacher

subject-matter preparation and-pupil achievement at the elementary level and,

at the secondary level, there was only a connection in the case of bright

students in certain subject areas (advanced math, chemistry, and physics).

Grannis pointed out that the measures of student achievement used in most of

these studies were limited to mastery of information and lower-level skills;

hey tapped very little in the way of reasoning and judgment. (It should be

noted that this was true of at` least oneof the two latter studies mentioned

in the previous'paragraph; too.) Gram:is commented,

A mountain of evidence . . . indicates that where learning of
this sort is at stake, virtually'nothing outside of pupi)s!

\.capacaties and access to information, together with the'expec-
\tations teachers or other have for their learning, makes a
difference in upils'achievement. (p. 292)

Grannis drew hints from a couple of other studies that the main function of

knowldge of subject matter was to sanction the teacher's role as an authority,

a giver of knowledge..

Tucker (19771 is the only other reviewer to comment on research on subject-

Matter preparation of social studies teachers. He reported that the University

of Georgia Curriculum Project's several studies have indicated that special

teacher training programs did not signifiLaAtly affect Tower-level cognitive

performande of students; however, results from other research on -this quesion

were quite mixed.

No other comprehensive or special-focus reviewers offered insights about

the effectiveness of trainiq in academic content.

272
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Training Combining. Methods and iubject Matter. Two reviewers offered

_

brief observations on research onthe effectiveness of training models that

coVoined methods and subject matter. Grannis (1970) looked at three tudies

on the training of secondary social studies teachers in inquiry Met ods. Thep

suggested that training in inquiry methods together withsubject-matter training

produced,changes in student inquiry behavior, but that training in subject

matter alone or in methods alone did not. Tucker (1977)tited nine studies

that measured the impact of special training in selected discipline- center :d

project materials on, teacher knowledge, skills, and attitudes. All or

favorable results. 'However, Tucker cautioned that it was hazardous to draw .

generalizations for teacher education practice from.these because they varied

so widely in,design aid quality.

Teacher Characteristics and Teacher Training. There has been very little

research on the posSible relationships between teacher-trainee characteristics

(for instance, dogmatism or belief systems) and the effectiveness of various

teacher training model,s. Tucker_(1977) argued that the evidence that, teacher

beliefs are important variables in social studies teacher behior was

mounting. His commentary suggested further thit teacher-trainee beliefs had

important effects on receptivity to learning different models of teaching.

He cited the research on models of teaching at Columbia-Teachers Collegc..

It suggested that any particular model of teaching-is more than a mere

technique or style that Can be learned apart from its underlying assumptiois

and beliefs" (p. 121). A teacher's'beliefs limit the kinds of competencies

that he/she can be expected to,develop; teacher-trainees may. resist models

that are based on perspectives that, are at odds with their own.

Although some other reviewers r^ported on status studies of teacher

characteristics.rnd/or on studies of relationships between teacher character,

istics,and student learning, none.besidesTuCker examined the relations! ,ps

between teacher characteristics and training effectivepesi.

0,273
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Generalizations about Teacher Training from the Broader Teacher Education

Lit4rAture. The findings from research on social studiesteacHer education.

reported in' the few precebing pages reflect a'field )f endeavor that is still
.

only in a fledgling stage of development. Peck and Tucker (1973),in the most

recent.edition of AERA's Handbook of Research on Teaching, indicated that the

brdader field of:teachergeducation research in gene al was not much ahead of

social studies. Apparently,. 'research bn teacher education has only recently"

':'gotten off the'ground"; they state that

It is oy strong impression that a quantum,leap occurred, some
where between 3963 and 1965, in the quality of both the design
and the reporting of -research in this-field: (p.'941)

A

They speculate that the most likely cause of-this increase in research off'
4e t.

. .

teaCher,equcat iorcwas the influx of federal monies for, research and graduate

training in.ebucattOn:

:In order to give the reader some-xrspectiveon the comparative state of

development of social studies teacher education research and teacher education
,

.

. research in general, we have reproduced here the generalizations that Peck wir
e

Tuck. felt they" could Elraw from the broader research literature. They stated

that these were "themes which seem to emerge from this recent, but growing,.

body of research" '(p.- 943).
... .

- ,,

. . ' '1. A "systems" approach to teacher education often called
. "instructional design," substantially improves its-effectiveness, ,

There are a number of studies illustrating.that this works'evlly
well,to induce desirable teaching behavior in,cognitive'and in
affective respects. 'A good deal of research is clusteed ar und
three special ases of this general model: training teachers in .

interaction analysis, microteaching, and behavior TKlification.
t..

-

2. Teacher .educators should practice what tiay preach.
When teachers are treated. in the :same way they are supposed to'

treat their pupils, they ae.more likely to adopt the desire!
style of 'teaching. behavior. A.

J.' birect involvement in the role to be learned, or such
close approximations as sensitivity-training laborltoriei or
Classroom simulation laboratories, produce the desired teaclii
behavior more effectively than remote nr abstract experiences:
such as lectures on instructional theory.
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4. Using any or all of the techniques just mentioned, it
is possible to induce a more self-initiated, self-directed,
effective pattern of learning, not only in teachers but, through
them, in their pupils.

5'. Traditional ways of educating teachers have some of the
intended effects, but they also have some quite undesired effects.

6. The training of teachers of teachers is a current concern
at numerous places in the United States. At this point in time
there is no empirical research whatever on this aspect of- teacher
education. Some would seem indiCated. (In fact, there is no
discernible research on training for college teaching in any:field.)

7. One long-needed methodological advance is beginning to
appear in the research: the use of pupil-gain measures as the
ultimate criteria of the effectiveness of any given process of
teacher education. .These include affective and behavioral gains
as, well as gains in "subject _mastery. _

Summary Observations-

1) Social studies teacher education, like teacher education fn general,
has.become an important research interest only within the last decade.

0,1

2) The major qualitative criticisms of research on social studies teacher

education have been:

a) that it has not been based on a.clear conception of what constitutes
successful teacning of the social studies:

b) that it nas not usually employed obserVations t' assure that the
training behaviors are produced in classroom practice; and

c) that it has not usually employed measures of student outcomes as
the ultimate test of Whether teacher training has been successful.

Cumulative-findings from research on social studies teacher educaticn--
at least as they are reflected in the reviews of research--are few,
although some emerging lines of research may be on the verge of producing
results.

-

Some studies have indicatedthat, although' training in instructional
methods can produce specified changes in teacher behavior, the teacher
behaviors may not produce changes in student outcomes.

5) Although many have assumed that increases in teacher subject-matter
preparation would produce increased student learning in the classroom,
most studies of the question have shown that thisis not the case, at
least for lower-cognitive levels of _student learning. Measures of
higher-cognitive-level learning have apparently been used only rarely

in such studies.
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6) A few studies have indicated that training combining 'teacher instruction.
in the content of the academic disciplines with training in the methods
of teaching such content may produCe desired changes i student learning.

7) There has been very little research on the poible realtionships
between teacher characteristics (e.g., teacher.dogmatisM teacher beliefs)

and various types of training in the social studies,. There has been

some research on same chanacteristics that has'suggested possible
relatlonships that need further exploration.. For instance, there are

some good indications that certain teacher tharacteristics\t such as
beliefs, may cause trainees to resist learning of certain Instructional
approaches. The interplay of many other teacher characteritics with
various training modes is yet to be explored.

s- 4
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Section 3.0

_

NEEDS IN SOCIAL STUDIES/SOCIAL SCIENCE-EDUCATION

r.
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This section of the report is organized somewhat,differently from the

previous two sections. It is not subdivided into a series of numbered sub-

section's? each with its' own set of summary observations. Instead, this entire

section should be viewed as a whole,

The Lection opens with a 'discussion of'a'special problem--sometimes thought

of as unique to the social studies--that makes the identification of needs in

the held particularly difiicult. It then goes on to describe the,perceptons

of needs in social studfes from three distinct grCOps that have influenced or

attempted to influence the shape of the field over the past 20 years: profes-

sional social studies educators, social scientists, and layperson

Sources
Qt q

Every document on the social studies written from 1955 to-1975 could .have

been employed in developing'this section, since all contain implicit or explicit

notions about needs in the field. However, in order to make the task in this

section manageable, we have limited ourselves to a few key sources. , We' have

used official position statements from the National Council for the,Social

Studies as one primary indicator of the views of social studies education

professionals on needs in social studies. The second major source for this,

group's views is the Councfl's journal, Social Eiucation. As a check on the.

validity of these yio sources, we examined several other journals, such as

TheSocial Studies, and the listings in'Education Index and found that the

ideas presented elsewhere essentially ran parallel to those presented in Social

Education. The major source for views of social scientists, a second major

group influencing the social studies, consisted of the few official posiiion

statements issued by social science learned societies. Also, various

" $ 0
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monographs,, books, and Journals containing infnrmatinn abcit social scientists'

perceptions of needs in social studies were conited. Finally, a variety of

sources were exa,minedit obtain a picture of the needs perceptions of

favpersons, the third category of influential participants in shaping the
I 4,

social studies curriculum. Primarily, these sources consisted of a few

books and 'articles that are genorally.considered to have exerted significant

tnfluence on the thinking of social studies educators over the last two

decades.

Documentation and Discussion

It is virtually impossible to review all the literature on needs in

social studies/social science education, since nearly everything Written in

the field contains some explicit statement of recommendations and what remains

'contains implicit notions about needs. Thus, what follows is not a detailed

list of the numerous needs that iiave been expressed at one time or anothe in

regard to social studies.

Such a list is not only close to impossible to develop; it would not be

R
very informative and, in'fact, would probably be misleading. It would not be

very informative i that it would show that social studies educators and others

.interested in..the social studies have wanted, or thought they needed, just

'about everything et one time or another. It would be misleading in that it

might give the impression tfiat social studies educators and others concerned

with social studies are actually able to state specific needs with a degree

of precision.

There seems'to be a rather pervasive problem in social studies/social

science education that gets in the way of developing a clear, consensually
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based picture of what is needed in the Field. This -roblem of

definition--of delineating the purposes, scope", and sequence of the field.

The social studies seems tc have undergone a continuous identity crisis during

the past 20 years, and perhaps longer. Thus, it is really'rather difficult

to speak of "needs" in the field, for it is difficult to see what one's needs

are until one has some notion of goals,

Thus, in'this.section we shall *speak.mOre of "concerns" than of "needs,"

of things that worry the and other interested parties, of questions

that seem to need answers, of issues that are hotly or calmly debated. Where

possible, we shall cite specific statements of needs, positions, or standards

that have been produced by organized groups representing sizeable portions of

the profession or important external groups. For,instance, we have discussed

at some length the various official position statements issued by NCSS on

behalf of the profession and we have included in the appendix summaries of

position statements issued by some social science professional organizations.

However, it should be kept in mind that these recommendations tend to reflect

only partial viewp6ints and there are many significant voices who would argue

against them. . ...

Finally, we have not discussed here the research or other informational

needs of social studies. We have assumed that what needs to be done in the

way of surveying the state of practices or research on the effectiveness of

social studies/social science edik,:tion will become apparent as one'reads

through sections 1.0 and 2.0. Two additional sources on research needs might

be consulted, if NSF is interested in, this area:k Needed Research in the

Teaching of the Social Studies (Price 1963) and the mostjecent review of

research in the social studies (Hunkins et al. 1977).
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Viewpoints of the Profession: Official NCSS Position Statements

_Official, position statements issued by the National Counoil for he

Social Studies reflett those areas in which the social studies education

profession--at lea'st that part of it which is professionally "active enough to

belong to NCSS--has been able to develop a fairly high degree of\concensus.

The process through which such statements are deyeloped and approved requires

input and agreement from diverse viewpoints within the profession. There

have been four areas in which NCSS has-issued periodic position statements over

the past 20 years: academic freedom, social, studies curriculum content, the\

role of social studies within the larger curriculum, and standards for social\

studies teachers.' Each of these is described briefly below.

Academic Freedom. Since 1955, the Council has issued six position

statements on academic freedom in the socialcstudies (Committee on Academic

.Freedom 1956; Academic Freedom 1967; Ac demic Freedom . . . 1967; Academic

Freedon . . . 1971; National Council for the Social Studies Position Statement ,

on the Freedom.to Teacher and the Freedom to Learn 1975; and National Council

for the Social Studies Position Statement-on Student Rights and'Responsibi-

Jities '375). The basic concern running through all thestatereents except the

last, which focuses on students'rather than teachers, is to assure protection

of teachers against adMinistrative and community pressure in the handling of

controversial topics.in the social studies classroom. The social studies

education profession,has long felt itself to be more susceptible than teachers

in most other curriculum areas to such pressure, since the nature of social

studies subject matter is inherencly,more controversial tLan that of most

other areas.,

One can trace some evolution within these statements over the 20-year

period, even though the basic concern for protection of teachers in dealing
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with controversial subjects remains the same. The 1956 statement bears some

clear scars from the McCarthy era--for instance, it mentions the problem of

"dislOyal persons." The 1967 statement mentioned first above, originally

issued in 1964, toes not mention disloyalty, but it does reflect a residue

of bitterness from the earlier era in,that it seems unwilling to recognize that

criticism of social studies teaching can stem from legitimate concerns inthe

community. It speaks-of "irresponsible and maligious charges" and the like.

The second, 1967 statement, however, shows a clear recognition that criticism

may well be legitimate. This recognition remains throughout the subsequent

staitements.

Another evolutionary thread is seen in the increasing number of object's

of concern dealt with under the label of academic freedom. The first

statement, in 1956, focused -only on attacks against teachers., The 1964 -

statement'included both teachers and textbook authors. The 1967 statement

focused on complaints about social studies materials. The 1971 statement

- dealt with teachers, materials, curriculum and content, and visiting speakers.

tikAnd one of the two 1975 statements widened the range of concerns even farther,

devoting extensive attention to the rights and riesponsibilities of students.
.9

(This last statement thaced its origins back to the Tinker decision of 1969.

Social Studies Curriculum Content. While there seems to have been 'a

relatively hiigh degree of consensus on the matter of academic freedom over

the 20-year period from 1955 to-1975, the same cannot be said for quest ions

of goals and content in the social studies. The, section below on definitions

of the social studies reflects the Continuing heated debate over this

issue. Nevertheless, NCSS has been able from time to time to-find enough
,

agreemen't to issue official position statements recommending goals and content

for the social studies curriculum. There have been six_ Such statements during
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the 20-year period (McCutchen 1956; A Guide to Content . . . 1957; The Role

of the4'Social Studies. 1962; Fraser and McCutchen 1965; Social Studies CurriculuM

Guidelines 1971; and Curriculum Guidelines for Multiethnic Education 1976).

The evolution of the Council's recommendations about what should be included

in the social studies curriculum can clearly be seen in a lisi.;ng of the

themes or goals presented in three of these documents (the 1957, 1965, and

1971 documents).

In 1957, 14 themes, or goals of social studies instruction, were suggested,

as follows.:

1) the intelligent uses of the forces of nature

recognition and understanding of world interdeperidence

3) recognition of the dignity and worth of the individual

4) the use of intelligence to improve human Jiving

5) the vitalization of our- democracy through an intelligent use of

our public educational facilities

6) ' the intelligent acceptance, by indiyiduals and grqups, of
responsibility for.achieving democratic social actiin

7) 1 increasing the effectiveness of the family as a basic social

institution
o

8) the effective development of moral and spiritual values

9) the intelligent and responsible sharing of power in order to

attain justice
41

o

10) the'intelligent utilization of scarce resources to attain the

widest general well being

.4

11) achievement of adequat( )horizons of loyalty

12) cooperation in the inteAst of peace and welfare

13) achieving a balance between social stability and social change

14) widening and deepening the ability to live more richly

'
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The 1965 document relected only marginal changes in this set of themes. ,

One new, theme was added to the ,list':

the understanding of the major world cultures'and culture areas

And Theme.1 from the 1957 list was reworded to read:

the intelligent uses of the natural environment

The remaining 13 themes were exactly the same is in the 1957 statement.

A radical change occurred somewhere between 1965 and 1971, for the Social
,

Studies Curriculum Guidelines issued in 1971 after a lehgthy.period of

discussion within NCSS showed little resemblance to the earlier statements.

One of the most notable differences between the 1971 and the earlier documents

is thdt the 1971 statement deals not only with curriculum content, but

instructional methods, evaluation, and the like. An outline of the guidelines

is presented below.(A more detailed outline is includeckip the Appendix):

1.0 The Social Studies Program Should be Dfirectly Related to the

Concerns of StudentS.

2.0 The Social Studies Program Should Deal with, the Real Social World.

3.0 The Social Studies program Should Draw from Currently Valid
Knowledge Representative of Man's Experience, Culture, and

Beliefs.

4.0 Ohjectives,Should by Thoughtfully Selected and Clearly Stated

- in Such Form as to Furnish Direction to the Program.

5.0 Learning Activities Should Engage the Student Directly and

Actively in the Learning Pcoceas.

6.0° Strategies of Instruction and Learning Activities Should Rely
on a Broad Range of Learning Resources.

7.0, The Social Studies Program Must Facilitate the Organization of

Experience.

8.0 Evaluation Should be Useful, Systematic, Comprehensive, and
Valid for the Objectives of the Program.

9.0 Social Studies Education Should Recieve Vigorous Support as a

Vital and Responsible Part of,the School Program.

281.



-271-

Role of the Social Studies in the Larger Curriculum. Two official

NCSS statements regarding the place of social studies in comparison with

;(3 other curricular 'areas--specifically science, mathematics, and foreign

languages--appeared in the pages of Social Education in the immediate

post-Sputnik era: The first as a resolution passed by NCSS at its

annual meeting in 1957, right after the USSR's surprise launching.

-, Note that the term sci ceiis used rather than-social studies.

RESOLUTION PASSED BY
NATIONAL COUNCIL FOR THE SOCIAL STUDIES

NOVEMBER 29, 1957

The American. people are confronted today with the grave issue'
of the survival of our civilization,"and possibly of mankind .itself.
To meet this challenge, many proposals are being advanced for altering
the content of American. education. Most of thete proposals stgJgest
an increased emphasis on the natural sciences and on mathematics. -,

The NCSS is in agreementwith this position% However, science
4nd mathematics themselves, important as they are, cannot provide
solutions to many of the grave-problefft that we fact today.. The most
sericus issues of our time lie within the field of.humag affairs. For

the solutions to these problems, we must look to the social sciences
and to the:humanities.

The present crisis demands that we strengthen every aspect of
American education--the natural sciences and mathematics, the social',
scientet,.and the hunanitjes. The ideals and aspirations of a free '

society and its democratic institutions depend upon an educational
p.rogram'that is concerned with the entire breadth and depth of human

, experience. To this all-important objective, the social' sciences can-
make a great and.distinctive'contribution.

Therefore, the NCSS urges that in the current crjsistconfrontim
our country, sustained and. vigorous atlention must be given to the
fundamental role of the 'social science? inthe education of American
Youth.
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The second official statement appeared,in 1961 and incor rated the

points made in numerous resolutions passed by the NCSS House of Delegates in

intervening years since 1957. This was the testimony ,given by Merrill E. Hartshorn,

ti
Executive Secretary of NCSS before the hearings on the National Defense

EducatiQn Act (NDEA) revision. Hartshorn reiterated the second paragraph of the

1957 resolution and argued that it was imperative to maintain balance in the

school curriculum.. The blginal NDEA tended to-contribute to an imbalance,

-.but in the revision of the Act, the balince could be restored. if social

studies were inciuded'among the areas to be funded. he argued further that

It must be obvious that man's conquest of nature will become
meaningless, even less than meanin6less-, unless he first of all

42 1-earns to conquer hi(nself and learns to live with his fellow man /
in a"just and det:entnld:--11577296)

This was the task ti, whicn social studies addressed itself. MOre

Hartshorn recommended that, under Title III of NDEA, funds should be made

available for the purchase of social studies teaching aids such as maps,'

globes, and atlases and for providing more state supervisory personneY in

the social studies. He recommended that Title VI be broadened to include

institutes or teachers of history, geogi'aphy, economics, government, and

sociology.

Teacher Standards in Social Studies. The fourth and final area in

which a number of position statements have been formulated by NCSS is that of

standards- for teachers in the social studies. This is apparently-a relatively

neir'area of concern--or at least a relitively new area in which it has been

possible to achieve some degree of consensus about professional concerns-7

since the first official statement didinot appear until 1964. Four documents

related to teacher standardewere located in Social Education-(The Cbdt.f

Ethics . . . 1964; Statement of Teaching Preparation . . ... 1965; Guidelines

for the Preparation . . . 1967; and Standards for Social Studies Teachers

286
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The first document, the. code of 'ethics: need not b discussed in detail

here. It.was originally formulated and adopted by the National Educatiod
..,

.
.

Association and subsequently endor.sed by the NCSS Board of Ojrectors.
-----

. ; .

The other three documents show a progres0ive elaboration of, the Couhcil's

concerns and recommendations in regard to social studies teacher. preparation
0 -%

and, gorking conditions. The first (1965) merely ypreients brief statements

in regardto teaching assignmdlits: that they.sh.,uld be in the teacher's

major field; of preparation, that they should be for tic' more than five

51as'ses
and 125 students, and they They should alltwfor one preparation

period per 'day.

The second document (1967) outlines recommended requirementsfor social

-

studies teacher preparation: Among the recommendations ate the fdllowinq:

1) pat .preservice education should be distributed among
F
oeneral

education Courses (25-30.percent of total- coOses);-professional education

'(15-25 percent); and academic feachin6'fields (50-60 percint).
,

.

2) that setQndary preAration shO6,18 include broad preparation in the

social sciences, such.as anthropology, economics, geography:, history, political
1

science, pbichOlogy, and sociotogy, and depth in-one field.
, a

3) that elementary teachers should have broad background in the

social sci nces with some depth work'relevant to the areas in, which they will
.

be teachin

4) that.classroom teachers should engage in graduate proglams invoJipg

/,-

both their subject.area speciaTity;anckprofessional education,courses.
.

. .,

The 1971.document shows- the extent Of work that had gonelOn in the years
/

(,

since the-1967.s6Wient. It is a siiiich lengthibr statement and deals not'on.ly'

with teacher preparation standards but also work activities and conditions of.
1

:.1.
,

'social stAies teachers. It adheres essentially to the .1967' recommendations.

in regard:toteacher preparation, bqi1)Oarates oh them and spelli out some
487' -
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I.

i
new recommeOations,,,sgch as immersion in another cultrreas essential to

. , .

such
....

preparation.of social, studies teacher's. The 1971 standards'also recommend

a three -step screening process during.preservIce education and suggest i

criteria to bg applied at eaih scerling stage: :It reiterates thei1965
.7 .

, .

recommendatipn; with more elaboation, that social studies teacherls only be
1 .

.

: .,

assigned to teach intheir field of majoyrepqration and argues that "No one

teachilig anyosocial studies class should be employed- just to accommodate the
-

.., i

spec-W1 needvotother departments or facet'Sof the-school programs" (p. 84'9).
lf,t,

. ./ .

.

.

It re8bMmends standards for teacher- student interaction, for the teacher in
-

. ..
.,

. .

'the'role of planngr;.and for teacher-community interactlion. Also included
1 .

.... ,

are standards related to seeure-employment conditions,/academic freedom,
,

. .

/

class load and class size, extracprric lar duties, a d the. instructional

environment (including.matertals and guipment):,:Finally, it makes, recommen-
.._

datioris in regard.to professional developMent and the tcicher's activit4es

,within the orianized profession:

r""'

\ si
Iliewpoipts of the ?rofession: Social Education and-Other Sources

While the offkial*position statemetitS of-NCSS show at least some areas

in which there appear'io be some consensus on needs and concerns within the

social )st.licli h:"PrOkession; irjejournal of NCSS, Social Educatirl.

shows the 4ubstantiaitiyers4ty of'opinion within the profession on these same

and- other questions,. Below we dispss whatlis perhaps a centralmlement in

. , .

..
.

. the continuance, of this diversity, the lack ac agreement on a deflnittor of
.?

the soctalbstudids,:and then attempt to-summarize the'v'aMety Of concerns

,relfected jr; the pages of Social over the.pait 20 years. Although
.

.,..
.

Social Education'is'our core resource, we have also referred to other

profe5sional sources as appropriate for giving a rounded view.
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Definition of the Social Studies. It has been argued that the greatest

need in the social studies isto define the field (McCucheon 1963;

ploghoft 1965; Shaver 1967, 1977;'and Barth and Shermis 1970, among others).

It has also been argued, quite a bit less vociferously, that the profession

should not worry about establishing a consensus on the definition pf the

field (Robinson 1963; Becksp19651.

Although there has never been consensus about definition, there appeared

to be a lull in the debate at the beginning of the 20-year period with

which we are concerned. From 1955 to 1959, the pages of Social Education

were filled with articles focusing primarily on the content and teaching of

4, history, on'discussions'of citizenship education, and the like. ,Although the

generally accepted one-line definition of social studies given at that time.

was Edgar Wesley's statement, The social studies are the social sciences

. .

simplified ?or-pedagogical purposes," there.did not appear to be much .

.,conscious 'thought abOut social sciences other than history and geography br

about any possible contradictions between social-studies-as-social-science

versus .social-studie4s-as-citizenship-educat'on .(just to cite two alternative

definitions, probably the dominant ones).

The first dearly discernible marks of what was to become probably THE

major debate of the last 20 years ih fhe social studies appeared in Stanlef
rl

Wronski's 1959 article arguing for a focus on how the social scientist inquires

and Shirley Engle's oft-cited article of 1960, in which he proposed social

studies should be education for decision making. Subsequently, numerous

articles presenting various positions on definition and redefinition have

appeared. The two major "camps" in this debate appear to have been (1) social

studies as social science and'(2) social studies as citizenship education.

Arguments for the former have included Wronski 1959, Berelson 1962, Morrissett

1967, and Morrissett and Stevens 1971.' (The last three, by the way, - appeared.
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outside the pages of Social Education. This should not be taken to indicate

that NCSS was antagonistic to the social science positioh. The Belson

volume was cosponsored by NCSSand numerous articles presenting the social
*'

science viewpoint appeared in Social Education during the deb.ate over the

"new social studies" iii the sixties. The latter articles are referred to in

Section 4.0, on the "new social 'Studies.") The argument§ for the.citizenship

camp were most forcefully presented by Engle (1960), McCutcheon (1963), Shaver

(1967), Newmann (1976), and Shaver (1977):

Lest the reader.be misled in to thiaing that the debate is a simple

one between only two camps, we should mention here that, although the two

positions mentioned above appear to be the dominant alternatives, other
0

O

alternatives have frequently been advocated, often in combination With one

of the two Mentioned above. Both the Barth and Shermis (1970) scheme of

'definitions,and the Btubaker et al. (1977) scheme have been outlined

previously in this report. However, they bear repeating here. Barth and

.

Shermis suggested that there here been three compteingtraditions, conceptually

"distinct from one another and prescribing three different modes of selection

and organization of contentafid teaching:

1) social'studies as citizenship transmission;

2) social studies as social science; and

3) social studiq as reflective inquiry.

Brubiker et al. more recently suggested a "five-camp model" for analyzing

social studies curriculum and instruction:

1) social studies as knowledge of the past as a guide to good

citizenship;

2) social studies in the, student-centered tradition;

3) social studies as reflective inVab
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4) social studies as structure of the disciplines; and

5) social studies as socio-political involvements

Finally, it should be noted that none of the advocates of either of the

two dominant positions have seen themselves as totally excluding the goals

advocated by the other position. The,social science proponents always (or

almost always) saw themselves as citizenship educators as well 'as,social

science educators; .they argued that-eduEation in the social sciences was

necessary to enlighten citizenship in an age of rapid, science-based change.

The citizenship proponents, on the'other hand; always saw &substantial role°-

for social science instruction within citizenship education. Early in the

debate,Berelson (1962) suggested, that the either/or dichotomy was a false

isspe. He claimed that most eontenderi would agree that the aim is "to give

high school students the best introduction to the social science disoiplinei

as a means to the end [Berelson's italics] of producing responsible citizens")

(pp. 6-7). However; apparently'the parties.to the debate do not agree,

the debate has continued unabated for the last 15 years.

The'pertinence.of the debate over what the social studies is/are to thiS

section on needs should be'apparent: we hypothesize that at least one major

'reason why social studies educators and others are not very clear about, what

the needs in social studies are is that they are not clear about what the

.

purposes and boundaries of the "field" are.

Other Concerns. A wide variety of concerns other than definitional are

stated in Social Education and other professional documents, during the 20-year

period under consideration. It-would be impossible to give a complete list

of these, 'but it is,not impossible to give some indication of the flavor and

variety. One good starting point would be a study, reported in Social Education

by Ediger in 1964, of the concerns in regard to elementary social.studies

instruction as reflected in all educational journals listed in Education Index
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from 1953 to 1963. 'The following "threads," cn.which most of the writers of

articles seemed to agree, were mentioned most frequently during that'period:

1) Elementary children need to be givenmore opportunities for

developing better human relationships within the school environment. This

could contribute to go9d citizenship, by emphasizing democratic living.

2) Criticarthinkiqg abilities need to ,be encouraged in children,

through development of discriminating reading skills and opportunities to

constructively criticize each other's ideas in the school situation.

' 3) Opportunities for` practice in problem solving should be provided,

instead of'strictly following a textbook.

4) Emphasis should be placed on generalizations arrived at through

problem solving, not on memorization of facts.

_5) There is need to improve the evaluation process to evaluate.-the

total growth of the child,, not Simply measure factual learning.

6) There should be cooperative planning by all involved in a child's
-

AO
education, K-12, in order to provide for continuity.

7), Since science and technology have increased the interdependence of

`the world, we need'to spend more time developing children's world understandings,

.
their understanding of the United States' leadership role:and theirunder-

,,standing of their future adult roles in the world.

fi In addition to these concerns, the pages of Social Education during the

late fifties and early sixties showed a rather heavy interest in.teaching about

communism and dealing with other controversial issues in the classroom. This

came, no doubt, from the pressures of the McCarthy era. (See, for instance,

the April 1958 and February 1964 issues of Social Education, both devoted to

articles on teaching about the USSR and communism. Alsocsee McCreary 1962 and
9

Lunstrum 1962.) Also, for a few years following the_1954 Supreme Court
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1

desegregation decision, there appeared an occasional article on desegregatign

in the schools and how it affected the teaching of the social studies. However,

the desegregation concern was not nearly so visible as the communism concern.

The dominant concern up until about 1960 appeared to be with the'content

and methods of teaching History. Although ,there were articles focusing on

other_ social science fields, it seemed very clear that the pervasive interests

of the writers and readers of Social Education in the early period lay within

the area of history instruction.

Inthe early sixties, this pattern shifted quite noticeably, with the

onslaught of the "new social studies," Curriculum- revision in the social

studies became the theme. The revisionist mood had been building for some

time. In the fifties, Arthur Bestor had severely criticized the social

studies for a lowering gf intellectual standards (Alilunas 1958; Bestor 1955);
4

others had compared AMerican education in general, including the social

studies, to that .of the IISSR, and 'found the American system wafting (Haas

1977). The 1957 Sputnik crisis added immeasurable impetus to the critique

of AmericanedUcatjon, By 1960, Siemers could report that teachers in-
o

Caijfornia, and probably-throughout the country, were calling for the develop-

ment of a national secondary social studies Curriculum from which local

districts could draw. Sixtyitwo percent of" his sample of 100 California

world history teachers'favored national leadership in this Area, while only

13 percent definitely did not favor such leadership, and 25 percent had no

opinion at,all. As 'noted above, NCSS argued strongly for federal investment

in the improvement'ofgsocial science education as well 'as math, science, and

foreign language instruction in the schools. (At least one voice was heard

in Social 'Education arguing against a "national curriculum," although even
A:

he strongly urged experimentatia. Robinson, in 1963, suggested that the

last thing*we needed at that point was national cOncensus--that was what we
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already had in the social,studies curriculum, which had for the last 50 years

displayed only minor variations fh scope and sequence from one loCality to the

next. Revision through.promotion.ofdifferentiation was Robinson's plea.)

The initial impulse in casting about for approaches to ,curriculum

4
revision during the sixties seems to have been to look to the social sciences.

The "newer" social sciences--those besides the ones traditionally a part of

the social studies curriculum, history, ge8graphy, and gtivernMeRt--became.muEh

more visible in the pages of Social Education in the mid - sixties. (Simultaneously,

the tradition of social studies as reflective inquiry $rovided another ,

a

approach to- .revision. Because both this and the social science approach

Nemphasized methods of inquiry and both found "Ieir voices in funded projects,

---they .are often thought of together. Probably the height of the emphasi's on

social science came in 1965, a year in which there appeared in Social Education

a huge number of articles on the "new social studies" prOjedts. Concomittant

with the "rise of the social sciences" was a growing alarm voiced by

historians, whomere asking more and more frequently, "Is history on its way

our of the schools?" (This. alarm has not even yet abated, witness. Kirkendall's

1975 report on'the status of history in the schools.)

Toward the end of the sixties, the inter,st in social sciences began to

be outshone by a'host of "topical" interests claiming time in the curriculum:

ethnic studies, womep'studies, area studies,.environmental education, career

education, consumer education, le01 education, global education, values /

education, and so or. These seemed to represent another way of slicing into

the problem of social:studies curriculum revision. The appearance in the

curriculum of the "fads,'! as some have called them, or of "social problems,"

as others have labelled them, seems to have been stimulated to a major. extent

by the unrest of-the last sixties, which broke the supposed complacence of

American.society and brought these problems to tie surface of our consciousness.
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Finally, au account of the chaAnging concerns of the social studies

education profession would not be complete without mention of a very recent

development: the so- ,called back-to-basics movement. Within the last two .

years, this movement has been much on the minds of social studies educators,

who alternately perceive it as a threat to the yen', of social

studies as part of the curriculum and as a call for the 'profession to stop
. .

jumpin? from one fad to the next and thilk through its liasic piirposes.

In fact; the call to reconsider basic.purposes, scope, and sequence in

the social studies seems to have become rather accute of Tate. Gross (1977)

mentions the frustration expressed. by teachers and othgrs in the schools over'

the apparent "fragmentation" of the social studies curriculum. Shaver '(1977)

in his presidential address at the 1976 Annual Meeting of NCSS, criticized the

profession for its "mindlessness"--its failure to think through its justifica-

tion for existence. It would appear that the gm great need in social studies

at present is some sort of resolution to the question of definition.. (The

resolution could, of course, consistof some sort of agreement to accept the

inevitability of a plur.alistic definition.) The last 15-plus.yeark of

revisionist, effort have not yet provided an answer to this question.

Summary of Needs as Perceived by the ocial Studies Education Profession.

One can see in the pages of Social Education, supplemented by key external

. 'sources, aPprogression of concerns in the profession Over the 'last 20 years.

In the late fifties, the interests of,the profession were fairly well confined

within the realm of history teaching: social studies educators wanted to under-
:

,

'-stand the content of history and to learn ways to teach that content interestingly

and effectively., Interest.in disciplines other than history, particularly

government and geography, surfaced from. time to tin, too. There was also a

concern, largely resulting from pressures from the public, about how to teach.

about the USSR and communism. .2954

. f
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In the sixties, the,concerns of the profession shifted, with numerous
3

- calls for revision of,the curriculum. Intbrest in'the content and inquiry

$.
methodologieS of the 'social sciences becamequite Ni ible; at the same time; an

often'overlapping interest in how to teach students to become reflective

inquirers became more visible.. The teaching of history remained a concern,

bUt it had to share time with the other social sciences. The topic of

communism,, with its concomitant empfTis on patriotism and inculcation of

Aerican values, virtually disappeared by the mid-sixties. The emphasis on

social science carried with it.a commitment to "objectivity" in dealing with

value issues.

In the late sixties, there appeared another shift, to a variegated pattern
to

% of topical concerns such as ethnic studies, environmental education, and career

education. Included in this was a ca)1 for a new kind of values eduCation,

which would be neither the indoctrinati6n approach (Advanced in the fifties nor

the obje-,tive approach of the social sciences. Labels such as valis clarification

and moral reasoning were given to the new approaches to dealing with values.

And inthe last few years, a sort of frustration with a14-the'experimenta-0:

tion and proliferation of ideas on revision seems to haverset in, resulting in

calls for rethinking the "basics" of the social studies.
4

O .
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Viewpoints from Outside the Profession
a

There seem to have been two major categories of pa'rticipants in the

debate over social stuides during the last 20 years other than professional

social, studies educators. Ond category of participanti would_be the
.

social scientist and the other , ,the. ppblic. To-be sure, many of the
a-

Rarties in. these debates can legitimately lay 'claim to being both a

ptofessional social studies educator and a social scientist or a-laypeyson.

Often participants in the debate have one foot in one "camp" and the other

foot in anoder. (For instance, a number of social scientists are:gembers \

%.1

of NCSS as weal as a.disciplinepased learned society.) fius, the

distinctionS among these.categories are not clearcut. And yet, the

-activities people in these other categories can and have been regarded

both by social'studieseducators and by these people themselves as forays from

the outside -- helpful or' otherwise- -into the domain of the social studies Iwofes-
,

sional. We shall,discyss perceptions of these two categorieS of "outsiders" as..

to needs in Social studies' education briefly below. o.
a

Social Scientists'` Perceptions of Needs. The social scientists' influence

in precollege social studies education rose to a'position of relative dominance

during the sixties and has waned somewhatince, although both individual social.

scientists and some of the social` sciencelearned societies are still quite.

active.' p
r

.

The social scientists'preceived the prime need of the social studies

at the beginniqof the 1960s to be improvement in the teaching ofthe content

and methodologies of the social sciences. Among the major expressions

4
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of this perception are'three works.cited previouslyg the 1962 ACLS/NCSS
7

' volume including the Berelson article; Morrissett 1967; and Morrissett

'and Stevens 1971. These volumes are at once' representative of the thinking"
.

of social studies profes'sionals and soctalscientists, underliningthe "

point made above,that it is often difficultto distinguish-the categories

-and also underling the extent to which'the social scientists had come to

influence the profession in the sixties.

Some social science disciplines, or at least their oc ginizaitOnal

embodiments; appear to have beed more active than others in attempting'to

-'influence the social studies. Perhaps the most peristently active has
A

been economics. The American Economic Association sponsored an extensive

study of needs tn economic education, which was published in 1961

'

(Economic Education in the Schools...1961). The report pre's.ented a rationale

for including economics in the school curriculum and detailed the essential

.4., facts, concepts, and analytical tools to be includedin ecObomiE education,
\

The report incitided specific recommendations for the teaching of courses:,

solely ocused on economics as well as 'thy teaching of economics other

courses, such as Problems of democrsacy and history. It also made recommendations

. . .

. in regard to teaching materials, teacher education, the handling of
1 ..

controversial issues,..and the, fke. (Alist of recommendations from
. . ,

.
, -

this report Is presented in the Appendix.) Thd recommendations on essential
c

-

content have served as criteria for judging the
,

progress of economic education

in a numb.er of subsequent studies.. (These subsequent studies are mentioned

in Section 1.4 of this report.)

In addition to the AEA's Task Force report and subsequent studies

under other auspices to determine pi.ogess id economic eduCation, economists

292
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have been heavily involved in curriculum development :effdrts. The.Joint ..
..

.

Council on Economic Education kas beeil tbi major vehicle foi..thee'efforts,
. . .

.

..
4,:;-..... .

,
employing a pjuralisti6 local 'district -based Mode] of...

developMent. There . . :*k t,
..,, -:

. , .. '" r* .

hive also beeR a fewrederdily funded curriculum developmedt efforts,. 'f'''

4 .. *
... I

,

although these Were
.

not sponsored by professional associations in economics.
..--,

The economists' efforts' have not abated in'recent years; as have:he
; . % , .

efforts of some other .disciplines.: In 1976, a rational Conference
,,,,

. on *Needed Research and DiuTopment in
.

Precollege Economic Education was

held under.the joint sponsorshfp.of JCEE, SSEC, and/NCSS: The report

.

from this confervice (Wentworth etlay 1977) contkinsa comprehensive
r

discussion of-needs in econoMic education as perceived not' only by economists

. butfalso by social studies educators who
,

pirticipated in the, conference.
.

..i iw.
(A copy of the ltst Of needs developed at the Conferencoris provided in .

,
. .

the appendix.) 4

The American Politicil Science Association was a relative late-

comer to:Atempts to influehce the. direction of precollegiate Sec4a1 studies,

but has been quite-active'since its entry fn the debate. The report of .

its Committee on Precollegiate Education (1971) is one of the most highly

-critical disCussions of the state of,sodial studies education to be found:

leoutltned the purpOses ofpregollegiateeducattion in political `science,

'

4,

appraised the current condition of precollegiate educaeon"in the field;

and made recommendations-foriMproving that education:--tA--liit of the.

committee's findings and recommendations is included in the Appendix.)

Since the Precollegiate Tailimittee's report;"the APSA has embarked Ora

number of curriculum development efforts and' other activities.aimed at

improving both precollegiate and collegiate instruction in the field.'
,

. 4
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The American Psychological Association has also published a needs

-statement in regard to psychology education at .the'precollege level (Hunt

et 61. 1.972); however, we hive not been able.to laY our hands on a'copy of
.

dcument as ,yet. Other sources have"indic*ated that dne hotly debated'

issue in regard' to needs at the.precolldge level concerns. the mi..uter of

.

whether psychology education at that level should, focus.on pesrsonal

development or, have.a discipline ("scientific") orientation (see Journal-

.

of School Psychology, Sprin 1967; and Kasschau and Wertheimer 1974). .

, .

.

.
. ., .

.
,.

TheAPA seems' to have:prefer, d not to back a sing/e, unified curriculum

development effort '(Bergstrom and Olson 1975),' but the organization did _, .

sponsor the Human Behavior Project, which seemsto have aborted in midstream

yin

f

1975-76. w

The Association of American Geographer's was, of-cdurse;-active very
%

early in the sixties with the HighSchool geography Project. And'there has-
N\

teen a long tradition, among geographers, of interest. in geography at:the

precollege level-7-note how 'WK.- the vou, ';.,afGeohraphy, a channel for
_ ,

these concerns, has been around. We have not, hater, been ble to locate
,

any Single "official4 position statement or series of position statements

coming fromogeographers such as those published by the.AEA and APSA..

The same situation seems to pertain for anthropologists and Sociologists:

they were both active.early in the 1960s curriculum development 'broject

effdrts(ACS and.SRSS) but °official" needs statements were not issued

by the American Anthropological Assocaiton or the American SociologThal

Asociation.

Laypersons' Perceptions of Needs. It appears that "the'public's"

influence onthe social studies curriculum h'as been particplarly strong

at four points in the last 20 years. First, in the fifties, tremendous

300 f
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pressure was apparently exerted on social studies educators.to teach about the

dangers of communism and the virtues of our democratic system. A well-known
#

example of the kinds of arguments presented by the anti-communist participants

in the debate would be, Merrill Root's Brainwashing in the High Schools (1959),

in which Root/argued that the Korean prisoners of war who succumbed to

communist brainwashing had not been educated in a proper appreciation of,the

American way-of'life and the evils of communism. Social tudies educators ,

felt themselves to be-very much "under the gun" in the matter of teaching

about"'Communism, as Al) as .other controversial issues,' during the fifites.

,,They were still paying attention to the communism issue as ,late as 1964 and the

problem of dealing with controversial issues in the classroom has continuedwas

a major concern thropghout the 20-year period under examination, as indicated

previously.

The second intervention of public influence seeds to have developed

simultaneously with the first, but took effect only after the anti-communism

movement "was on the wane. The thrust of public concern in this case focused /

on the intellectual quality of the schools. Bestor (1955) had -argued that
.47

the school curriculum, and particularly the social studies_(which he called

"social stew"), had declined ioto a shoddy state. In his own words, he

argued.. against "the insidious argument that schools and colleges to be

-11mocratic must lower their intellectual standards and watt' down their

curricula" (p. 3),, Conant (1959); while presenting a much More charitable

view Of the state of American educaton, nevertheless displayed a 'strong

streak in favor of putting more intellectual starch in the curriculum,

including some segments of the social studies curriculum. Other critics

compared American schools to those in the USSR and found the American schools .

wanting in intellectual quality. (See Haas 1977, pp. 2-7, for an account of

the criticisms of this. period.) This second group of critics, thus, appearS

301
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to have been related io the anti-communist critics in that many of their ideas

stemmed from a fear of "losing out"%to the USSR. However, the second group

also spoke to a need for greater,intellectual integrity in the schools, a

concern not much in evidence in the anti-communist arguments.

The Sputnik crisis of 1957 appeared to give the intellectual-upgrading

arguments new force. There was a genuine grassroots outcry for change in.the

schools, at least in the teaching of science, math, and foreign languages.

Although the social studies professionals and thi social scientists have

traced the impetus for.the."new social studies" baCk to this outcry, it is not

entirely clear that "the public" was at-that time calling for revision in the

social studies. To be sure, a certain segment of the public--what'might be '

called the highly educated public, such as Keller 41961)--were demanding'

improvement in_social studies. However, calls for reforth specifically in the social

ilstudiesfranthe "average" public were not nearly so clear here as they were

in the case of, say, the anti-communist movement.

A third upsurge of demand from the public came in the middle and late sixties;

with the various pOses of societal unrest--the civil rights movement, the

free speech movement, the anit-war movement, the environmental movement, and

so on. These haytbeen called by Haas fl977) the "rude intrusions,"

uncomfortable r minders to social studies educators that peitaps teaching the

social sciences would not adequately handle all curriculum problems. The

topical curriculum that evolved in the late sixties and early seventies

shows the influence of these public concerns on the social studies profession.

Finally, in the last few years, a fourth intervention by the public in

the curriculum has developed. It would appear that this new pressure on

so cial studies edu cators comes from a different'public than that of the late

sixties. The new intervenor is the so-called back-to-basics movement, and its

adhe.rents; are snot the protestors of die sixtjes.
9

In a way, they seem' to be

d() 4,
4
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protesting the protestors of the sixties ,end the changes in the curriculum

wrought by those earlier activists as well as the social scientists a few ,

years prior to the soci) unrest. In some ways, this new sodrce of pressure

on the social studies curriculum harks bick to the pressures exerted in the

fifties. Although therware no strident calls for anti-communi-st education,

there are demands that the schools teach "our values" and "our way of life."

Further, many of the new critics pick up the Bestor thread, demanding

intellectual discipline through the teaching of traditional historY and the.

like. f.(See, for instance, the literature of the Council.for Basic Education.)

It remains to be seen what the response of the social studies profession will

be to this newest version of needs as perceived by the public.

Summary Observations

1) One of the major problems--and perhaps the major problemT-in the social
studies over the past 20 years has been that. of defining tfie field:
What are,tha purposes of goals of the social studies? What is the

rationale for including socia4 studies in the curriculum? 'What is the
scope of the social studies (What kinds of content does the social,

studies include)? In what sequence should this content be taught?
and, What kinds of instructional methods'are appropriate for teaching

the social studies?

2) Because the definitional qestion is so far from settled, it is difficult
to pinpoint needs in any precise sense. Nevertheless, statements.of
goals, standards, and needs have been developed from time to time by
various groups within and outside of the social studies.; profession.
In addition, it is possible to discern, from a general reading of the
literature, what have been the important concerns or questions in need
of answers at various times over the 20-year period, 1955-1975.

) One of-the most obvious and enduring concerns of social studies educators
has been academic freedom. The social studies, dealifig*as they do with

human affairs, lend themselves to controversy. The National Council

for the Social Studies has been able to find a high degree of consensus
among social studies educators on the need for protection of teachers
in dealing with controversial issue's in the classroom.

4) The curricular concerns of the profession (and, apparently, the general
public) in the late fifties centered on the teaching of history and
American values.

303
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5) Around 1960, there was a rather overwhelming demand both from within
the social studies profession and from the public for improving the
intellectual quality of what was taught in the schools, including the

social studies. The social science community strongly advocated that
this upgrading include a broadening of the social studies curriculum
to reflect the frontier thinking of the social sciences. This social

science emphasis was largely supported by social studies educators and
by at least certain influential segments of the public at large.

6) The societal unrest of the mid-sixties and early seventies brought a
new perception of needs to the surface--the need for teaching -About

societal problems, such as minority rights, environmental pollution,
' and glob4,1 interdependence..

7) The succeeding waves of .curricular revision in the social studies- -
first with the incorporation of social science content gnd the "inquiey"
method and then with the injection of numerous topical concerns such
as ethnic studies, consumer education, and career education--have not

. yet produced a social studies scope and sequence satisfying to-a broad

constituency of social studies.educators, social scientists; and

laypersons. The most current issues of concern to all these groups

include: (a) the "fragmentation" of social studies curriculum into
chaotic series of topics with no, apparent overall sequence of core
subjects providing a common base of knowledge for all-students, and
(b) the problem of how to deal with values in the social studies

curriculum.
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This section does not attempt to present a complete picture of the rise

and decline of the "new social studies" movement, since that has been done

elsewhere. Rather, we offer a very brief historical sketch and'then proceed

to describe a few aspects of the "new social studies",that may be of particular

interest to the National Science Foundation. First, we discuss the character-

istics of the "new social studies" and then the major criticisms of the Movement.

Finally, we present a number of studies that have attempted to determine the

extent of use of the products of the national,curriculum projeCts of the

sixties and early'seventies.

Like the previous section, this section of the report has ben treated as
,

a-single unit, rather than dividing it into a series of numbered subsections,

. . \

each with its own summary observations. Thus., the summary observations dealing

with the "new social studies" are grouped together at the end of this section.

Sources

4

- -

Articles and papers treating the "new social studies" as a whole..(rather,

than one or a few specific projects); either from a critical -or a descriptive

viewpoint; were examined:as background for this section. -OhlySources'that

explicitly mentioned the "new social studies" by name were used, except for.

two pre-1965 items (1965 was the year in which the name, "new social studies,"

was first applied to the movement). Also with two exceptions, only sources

appearing in 1965 °rafter were used. Most of the sources appeared in Social

'Education or Social Studies, as it turned out. A total of 57 sources were

used. (In addition, Hazel Hertzberg reacted to first draft of this

section by_handwritten letter in May 1977. A number of her ideas and observa-

f

tions have been incorporated.)

366
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Discussion and Documentation

Historical Sketch. No attempt is made here to present a comprehensive

history of the "new social studies." That has been done admirably by John

Haas (1977), whose monograph furnished much of the Information for the

historical sketch that follows.

The "new social studies" movement was part of...a wider response to the

7-i.

"great debate" over the quality ofeducation in the U.S. that took place in

the mid-1950s. That, debate arose outside the educational establishment, and it

centered on accusations that the schools of the United States-neglected certain

subjectspsuch as reading, mathematics, physical sciences, and foreign, languages;

that U.S. schools were sadly lacking in
.
comparison to Soviet and,Western European

schools; and that there was too much emphasis on'"soft" Progressive approaches

to education in our schools.

The 1957 launching of Sputnik moved"the'response to these criticisms onto

a new plane. Greatly increased funding from the federal government stimulated

greatly increased activity in science and mathematics education.

Butit was not until several years later that calls for dramatic change

appeared'in the social studies. Again,'these calls came initially-from outside

the profession. They noted that the social studies had been largely untouched

by the innovative fervor occurring' in Other fields, although the social studies
o

were probably in greater need Of improvement than even-those-fields. They.

claimed that the social Studies curriculum had.not-changed .tince 1916, although

both the society and the social discipline had changed drastically. It was

suggested that we ought to drop the fuzzy label "social studies" and the notion

of "citizenship. education," replacing, them with th4Mmore,up-to-date and lntellec-

tually disciplined approach, to be referred to as "hittory and the social

sciences.".
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Common practicejn'the professi.on attributes the beginnings of the "nevi

social studiesi! to the launching of the national social studies curriculum
s,t

development projects in the early sixties. Hazel Hertzberg (personal letter

to Karen Wiley, May 1977) has suggested thatfthii was only the beginning of one

phase--the culminating phase--of the movement. Although it it.almost impossible

to document through published information, there was. apparently substantial

state and local response (-in the form of guideline development and classroom

experiementation) to criticisffis of the social studies a number of years before

the movement crystallized in the formof national development projetts.* Also,
.

,

--the-debate of the fifties and early sixties had given birth to.a rather clear

ideology for-the movement some tiMe before 1965; whep the movement was christened

"new social studies." Thu-; considerable groundwork had been laid before the

national projects were launched. The projectt-were-able to draw on the well-

deveJoped ideology and the results of "grassroots" classroom experiMentation._

(The7Aiscussion that follow 'in this section doew not reflect the pre-

project, evolutionary phase of the movement, since it relies almost wh011y on

sources'deted'1965 and after. 'This limitation_was made for two ;reasons. First;

it was believed that the project phase would be of particular interest to

-since -if-h-ad a major role in that phase- Second, the difficulty of identifying

documentary sources, particularly related to classroom Oactice, in-the prior

period suggested limitins o'er focus to the period in which tho characteristics

and criticisms of the movement had become clearly' marked. Readers will,be able
,

to detect strands of the evolutionary phase-of the movement yin Ether sections

of this report once they have read'through the following sections identifying

characteristics and criticisms of the movement.) ,

*Bernice Wade's dissertation (1965) and an NCSS survey of ,school systems in 1965
(Allen 1967) do provide documentation for the argument that extensive curriculum

revision activity was taking place at, the state and local levels at least
'simultaneously with the establishment of the national projects. Wade surveyed
state and local curriculum guides for the decade preceding 1965/ and found them
toreflect major changes in'content and lesser changes in objectives and
methodologies in the social studies. Allen reported that the NCSS survey of
500 school' systems found virtually, all had some type of curriculum revision under
way. Allen also noted the wmushroomtng: of the number of state social studies,
supervisor positions.

4
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By 1967, approximately it projects, funded by '00E, NSF, and various

private groups, coupld be listed;lin a directory published in Social Education (A

Directory of Social Studies Projects, 1967). This was the height of the "new

social studies" movement. Among the more notable of the.projects were the four

funded by NSF: Sociological Resources for the Social Studies, Anthropology

Curriculum Study Project, High 5chool Geography Project, and Man: A Course of

Study,
a

ti ,

A few years leter, a "second wave" of projects was under way, including the

.Comparing Political Experiences Project, the Human Behavior Project: and the,

- Human Sciences Program (BSCS), among others funded by the Foundation. This

Second wave responded to -many of the criticisms that had.been leveled at the

first wave. (For instance, the first wave of projectihad beem criticized for

a lack of attention to the social issues that had reached acute proportions in

the U.S.--the Vietnam War, problems of ethnic diversity, changing life

and the like. fhe second wave gave increased attention to the valueproblems.

styles

Involved in such issues.)

A total of ill social studies projects were listed in ASCD's directory by

1971 (Taylor and Groom t971).-.By 1972, 26%of the "first wave" projects had

published curriculum materials (New In=befiffi-Eaturattons-7-7-,-I9721-

-NNafter about 1973, the "new social studies" movement appears to have faded .as a

dis ctly discernible,trend.

The's ctions that follow,summarize.the characteristics of the "new socials

studies" as pe eived by a number of analysts, over the life of the final "project" phas

of the movement; t noteof some of the disagreements about those characteristics;

summarize the criticisms hat have been directed at the "new soctal studies";

,
and summarize what little dat exist pertaining to the impact of thec"new soctal

studies."

.0
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Characteristics of the New Social Studies"
c

A number of writers have attempted to descrip*.the,salient,characteristics.,

ol

---,wit..

of the "new social.studies. " SU h descriptive efforts appeared as soon as the
, ,

movement was christened* and reappeared.throughout the life of the movement..

The list below is a collation of severalists of characteristics of the "new

social studies" that have appeared during the last 12 years.

1) Content and Organization '7

a) Emphasig on the structure of the social science disciplines as basic

content and organizing fr4Meworks for the social studies. Structure refers to

the concepts and generalizations Central to the disciplines and the relationships

among the concepts and general'aitions. Emphasis is on teaching concepts and

relationships instead of,isolated facts. (Fenton and Good 1965; Fraser 1965,

1968; Sanders -and Tanck 1970; Jarolimek 1971, Chapin and Gross 1972; PearSon

1973; Haas 1977)

b) Emphasis on processes as content: teaching the methodologies of the
. ,

. .

social science disciplines, teaching students inquiry skills. (Fenton and Good^
, ___1.__ __ . -

1965; Fraser` 1968; Sande% and Tanck 1970; Jarolimek 1971; Chapin and Gross

-\1972- Pearson 1973; Haas 1977) 9

\-,t c) Greater:emphasis on-content-from the behavioral Sciences, especially
.

:\

anthropology, socie logy, political 'science, economics, and social psychology,

and decreased emphasis or history and geography. (Fenton and Good 1965; Fraser

1965, 1968; Sanders and Tanck 1970; Chapin and Gross 1972; Pearson 1973)

d) Attempts to bring the latest findings and methodologies from the

frontiers of research in the'disciOlines into the classroom,!to shorten.the time .

lag etween,resparch anii implementation. (Fenton and Good 1965)

2

*The naming of the movement, "new social, studies," is generally attributed to

Fenton and Good, in their 1965 Secial Education article. A
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e) Experimentation with inte gration of,content from several disciplines:

interdisciplinary, multidisciplinary approaches. (Fraser 1968; Sanders and

Tanck 1970; Jarolimek 1971; Chapin and Gross 1972)

f) Emphasis on the separate social science disciplines and history.

(Haas 1977)

g) Incorporating world, non-Western, and cross-cultural perspectives

//-

into the curriculum.. (Fraser 1965ii1968; Sanders and Tanck1970)

h) Greater attention to values and valuing. ,(Sande.5 and Tanck 1970;

Jarolimek 1971; Peartori 1973)

4.1 Emphasis on cogrcitiveContent and processes, with little attention to

values and valuing. (Haas 1977)

j) Greaterattention than in the past to controversia,1 social issues.
,

(Sanders, and Tanck 1970; JaroliMek 1'971)

k) -More,in-depth study of specific issues, themes, and topics, and less

or covering (surveying) a whole field, such as AMerican history.
:concern

f "covering"
,

.,.
.

.

(Fraser 1965; Sanders and Tanck 1970; Chapin and Gross 1974yearson 1'973)

. - 1) -Greater-attention to problems of sequence, both within courses and.

.

. .

throughout 'the entire K-12 curriculum. -Emphasis: on'gtep-by-step'building of
a.

skills, concepts, and the like. Considerable experimintation with grade

--placement of subject matter (Fenton and Good) 965; Fraser 1965, 1968; Sanders

and Tanck 1970)

m) Acceptance of the curriculum sequence as it is and woKking within

broad, existing course titles to insert new content into thb curriculum;'

.
particularly; beginning reformat the high school level, where subjects are

man;fested as discrete courses. (Haas 1977)

2) Instructional Approaches and Materials

a). Heavy reliance on inguiry/inductive/discovvy strategies of instruc:
,

4

tion.(although there was great variety in how inquiry/induction/discovery were

rt

4
r
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defined). Active student involvement in learning' was sought. It was thught

that such instructional strategies would produce higher student motivation and

greater transfer of leirning. (Fenton and Good 1965; Fraser 1965, 1968;

Sanders and Tanck 1970; Jarolimek 1971; Chapin and Gross 1972; Pearson 1913;

Haas 1977)

1:1) Concern, for individual differences. (Jarolitek 1971)

c) Emphasis,pn Academically talended students. (Haas 1977)

d) Emphasis on the new, Brunerian, view of readiness, that any child can

be taught anythj.ng at any again some .intellectually honest way. (Fraser 1965;

Haas 1977) ,

e) Emphasis, on giving greater assistpnce to the teacher-through workshops,
.

training films, training books,, and extensive teacher's guides describing

rationale, objectives, lesson plans, evaluation techniques, and the like.

(Fenton and Good 1965; Sanders and Tanck 1970; Haas 1977)

f) Emphasis on Materialg as the most important factor in improving

instruction. (Haas 1977)

gi Utilization of a wide variety of media in addition to or in place of

a te'xtpooi, including-films and filmstrips, games and simulations, primary

-source documentt, photographs, and realia. (Fenton and Good 1965; Fraser 1965,

1968; Sanders and Tanck 1970; Jarolimek 1971; Ctiapin and-Gross 1972)

h) PrqviSion of all materials essential to.instruction. (Sanders'and
.

Tanck 1970)

3) Oevelopment Process

a) Curriculum development was viewed as an experimental, research-and-

development prpcess involving one or more cycles of development, fieldtesting,

and 'revision;' (Sanders and Tanck 1970; Hav, 1977)

b) Products were usually turned over the commercial publishers for final

publication and distribution. Arrangements for final publication involved

312
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taking into account the interests, of the public, the universities and develop-

ment centers, the authors, and the publishers. (Fenton and Good 1965; Sanders

and Tanck 1970;'Hias 1977)

c) Curriculum development took a lot.of.time and money. (Haas 1977)

d) Development projects brought together a variety of people on their

staffs,,incuding scholars in the disciplines, learning theorists, practicing
A

. . ,

precollege teachers,,psychometricians, curriculum specialists, and artists and

audiovisual experts. (Fenton and God 1965; Fraser-1966; Sanders afidTanck 1970) °

o

e) Although people in other roles were acceptable as staff members,

projects tended to draw their leadership from the academic disciplines. (The,

learnedsocieti4 oftep played key roles in organizing the projects.) It was

thought that these people had the key knowledge necessary fqc development

(knowledge of the disciplines) and that their prestige was an important, factor

in legitimation andAissemination. Emphasis was on ar: alliance between

teachers and scholirs (with "scholars as the clearly senior allies); explicitly

reducing role of'sphool adthinistrators and college methods professors. (Haas

1977)
. -

f) In short, curriculum development was seen as a project type of effort,

not a task for an individual, or, a 16cal committee with limited funds and limited

time.'
L

Disagreement about the Characteristics of the "New Social Studies"
.;

A quick scanning of the list of characteristics turns up several incompatible

items, such as the claim that the "new social studies" paid special attention

tq values versus the claim that it did not. A 'reading of thelistOf

criticisms of the "new social studies," in the,following section, alsouncovers

incongruities in,perceptions of what exactly constituted the "new social studies."

For instance, some critics, as welbf,pome of the analysts cited above, have
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/ as

o1/4

claimecithat the "new social- studies"was not concerned. with integrating the

. .. , . : ..

. disciplihes,Aile other analysts have argued that one of the main characteris- . )
. !

.

.

tics of the "OW social studies" Was the attempt to produce multi- and 0

interiiiisciplindry curricula.

Briefly summarized, the areas of disagreement about what constitutes the

"rew'social studfes" are these:

1) whether the new social studies" is overwhelmingly single discipline

oriented or primarily multi- or interdisciplinary.

.2) whether the "new social studies" fais'to.attend to values and*.

.valuing processes or has brought these concerns into the forefront of the

cumtulum.
,

3y 'Whether the "pew octal stOdies'' does or does not reflect concern for
o t .

controversial social issues.
3

.4.

.

4) whether the 'new social studies "' movement did 'or did not attendto

'questions of curriculum sequence.
.

5) whether the "new social studies" attended:to invididual student

3

differences or concentrated primarily (or solely) on. above-average students. .
.

6) whether the "nerilsocial studies" was or was not characterized by a
1

heighten-1 concern for evduation, including both the development of techniques
1

to measure student achievement on new objectives and the formative.ind

summative evaluation of the "new social studies" products theMselyes.
.

7) whether the "new social.studie' projects did or did not involve a '

variety of educational personnel other than academicians in major rolesduring

development.

These' isagreements can be attributed to at least three sources. The first

is the normal tendency for different people to look at the same thing but ,
,

,highlight different aspects when describing it and employ different metrics to

,,determihe the presence or absence of a trait. 1;

*-

a--I.4
,

4
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A second source of disagreement is the tendency of different,people to

look atLdifferent things', describe them differently, but then call them by the

sante name. (A related situation is one in whichlverlapping subsets of a

larger'thing ata perceived as constituting the whole.) Northu(1974) directed

attention to"-this phenomenon when he'pointed ouethat the "'new'social studies"

As really plural; there are at least two main thrusts within the "new social

studies," each with a different conception of the rola of the disciplines and

their,methodologies (the 4ublic issues" thrust, embodied in the Harvard/

Oliver-and Shaver materials, and the "social science" thrust, embodied in the
.

NSF-sponsored materials as well as others).

A third source of disagreement has come into play recently. As the

products of the "new social studies" projects began to be disseminated and '

critized widely, a "second wave" of development, taking into consideration the

'

weaknesses of the first wave, occurred (Haas 1977). Also, many imitations of

the original products, with slight adjustments here and there, began to appear.

In other words, the "new social studies" movement, as it bagan to have an

impact on practice, also began to 16se its distinct identity. What may have

been a rather clearly defined movement at first has grown by accretion and come.

to-incorporate many additional characteristics. Some disagreements about the

"new social studies" characteristics may be the result of broadening of the

label to include anything new in the social studies. For instance, the

disagreement about whether the "new social studies" does or does not emphasize

valuet and valuing may be a result of the fact that many "second wave"

projects attended to this early criticism of the "new social_ studies" and began

to incorporate more explicit values material.

0
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Criticisms of the "New Social Studies"

aelow are listed the numerous criticisms of the "new social studies" that

have cropped up since the early sixties, when the movement began to appear

publicly, . They have been grouped into ten categories.

1) Criticisms of the Inquiry/Discovery/Inductive Method as Used in the "New

Social Studies"

a) There is no evidence for, the superioilty of inquiry methods over other

instructional methods. (Robinson 1963; Allen 1967)

b) The-,inquiry method, as used'in the "new social studies," is really

seduction rather than induction: Closed-ended "discovery" activities tend to
ft

dominate.- Students really are being asked to sleuth out what are the teacher's

(or materials') preconceived notions, ,using Prearranged data packages. Students.

are given a false sense of accomplishment. An inaccurate understanding of

induction lies at the bottom of most materials; induction can only provide

tentative answers, Jilt most materials are still stuck in the "right 'answer" rut.

Hence, students are led through a needlessly involved procets for arriving at

a "right" answer. (Reactions . . 1965; Weisenberg 1968; La Forse 1970;

Newton 1973; Tucker 1972; Pearson 1973)'
I .7

c) There is too little attention to instructional strategies other than

inquiry methods, particularly social science inquiry methods. There seems to be

an unquestioned assumption that "the social scientist's methods are appropriate'

for children. Such methods have serious limitations and there are many other

ways in which children can and do learn. (Reactions . 1965; Eulie 1969)

d) There are certain problems with the use of original source. materials,

particularly of the historical variety, among them the introduction of

irrelevancies and difficult language. Also, overdoing the use of raw

data, has its dangers, not the least of which is tediousness. Constant Inquiry
ft
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can be as boring as constant anything else. (Anthony 1967; Eulie 1969; Sanders

and Tanck 1970,

e) Not everything should be open to inquiry and questioning, perhaps.

For instance, questioning of certain core values of our society should not be

'encouraged until youngsters are mature enough to deal with such issues

(Benjamin 19751 Wiley 1976)

f) Some methods used commonly by social.scientists can intrude upon

human rights under Certain circumstances. For instance,."participant observa-

tion" in the family or peer group might be considered,an invasion of privacy

("spying") by,those observed. (Wiley 1976)

g) It is not always possible to identify discrete elements and sequences

of method in order to teach, them; for instance, what is the historical

"method "? If "learning,by doing" is the aim, what is "doing" in history?

(Krug 1966)

2) Criticisms Related to the Content of the "New Social Studies"

a) The "new social studies," following the lead of the new math and new

science; have the possibly mistaken notion that there is something identifiable.

as'"the structure of the discipline" for each of the social sciences and that
0

this structure is what should be taught in the social studies. If there are

such structures in the social sciences, they are many and there is no consensus

about them; fu'rther they are fluctuating constantly, simply because of the

nature of the subject matter--humari affairs. (Krug 1966; Newmann-1967; Eulie

1969)

b) The "new social studies" developers have ignored sources of the

. Curriculum other than the social science disciplines. (Reactions_. . .

1965; Anthony 1967)

(1) TI'e nature of society, i,ts needs, problems, and characteristics,

is one such source largely ignored. The content chosen for inclusion in

317'
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"new social studies" materials displays a low social consciousness.

This lack of "relevance" shows up particularly starkly in contrast to

the "rude intrusions" (war protests, counterculture,
and the like) of

the late sixties.. Little attention is given to the great public problems.

(Foshay 1970; Jarolimek 1973; Haas 1977) -

(2) The nature of the child or youth has alSo been largely ignored

as a, source of the curriculum. Criticisms related to this point are

discussed under 4-a below.-

N,(3).Restricting the sources on which one draws in developing

curricula inhibits creative work and puts limits on the kinds of things

that can be dealt with in the curriculum. For instance, the disciplines

of#er little in the areas of decislori-making skills, thought-process

skills, feelings and attitudes, and value conflicts and commitments.

Social science only deals with descriptions Ofreality, not questions of

prescripti ; the latter are dealt with ip the other sources of the

'curriculum (Shaver 1967; Newmann 1967)

c) The "new social studies" takes an overly cognitive approch-. (Tucker

1`972)

(1) There are other ways of knowirig besides the "objective"

scientific method. Kids know that human affairs are not purely objective

and they,
distrust approaches that rely solely on so-called objective-

methods. (Traverse 1969)

(2) The "new social studies" does nOgive suffiCient attention to

normative Old affective matters, which are
central to any understanding

of humari affairs.'. (Reactions . . . 1965; Allen 1967; Sanders and Tanck

1970; Tucker 1972; Kohlberg 1973)

d)
MethodhasbeenlMade an end in itself, replacing content or being used as

-

a means of avoidthg the hard judgments about what content should be included

in the curricCrlum (Anthony 1967; LaForse 1970)

318i
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e4 There is vastly undue emphasis on teaching generalizations in the

"new social studies." Most generalizations from the social sciences are trite

and obvious; human uniqueness and creativitynot-sameness, generality--are what

is important. Vague generalities are being substituted fohard factual mate-

rial, thus destroying evidential standards and, in all likelihood, destroying

understanding of the generalizations. The -historical approach, with its

emphasis on the singular and on the detail that gives meaning to generalizations,

should be given more attention. (Krug 1966; Weisenberg 1968)

f) The "new social studies" are too narrowly specialized, too much

oriented to single disciplines. (Tucker 19720erkwits 1973; Haas 1977)

g)- Several content areas in which the "new social studies" are weak have_

been mentioned above (for instance, "thbught-prdcess concepts"). Other weak 0

areas that have been cited in the literature include:

(1) ,coMmunity-based learning (Tucker 1972; Barr 1973)

(2) social activism (Barr 1973)

(3) personal growth (Barr 1973) .

(4) intercultural learning'1Barr 1973)

(5) chronology and its significance for, understanding cause and,

effect (Krug 1966; Weisenberg 1968; Pearson 1973)

(6) conflict is emphaiized, while cooperation is played down

(Benjamin 1975)

-(7) individual tights are emphasized at expense of understanding,

societal interests (Benjamin 1975)

(8) undue emphaiis is'gtven thecurrent_and immediate (Benjamin 1975)

(9) Historical figures are excessively "humanized" (the "feet-of

clay" syndrome) (Benjamin 1975)

(10) too much emphasis is put on the inadequacies of American society

(Benjamin 1975)
Ar

*
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(11) too much emphasis on'expression of opinion and too little on

judging the validity of opinions on basis of procedures through which they

were developed (Benjamin'1975)

h)- The "new social studies" teach value relativism and appear to advocate

values that are.,diametrically opposed to those on which our society is based.

(Wiley 1976)
%

3) -Criticisms Related to the Objectives,and Rationale of the "New Social

.Studies" and Its-Place in the Social Studies Scope and Sequence

,

a) Lttle or no attention has been given to elaborating objectives and

rationales. In those cases in which developers have shown some concern, th'ir

,

discussions of these matters are only superficial. It appears that the

,- ,'

objectiies and rationales produced by most developers of the "new social studies"

are.primarily just,rationalizations for what they'Ve already produced; It

also appears that the primary objective of'the"new social studies"-is tb

preserve or expand the influence of the social science disciplines in the

curriculum. (Anthony 1967)

b) Serious questions can be raised about the relevance of social science

content and methods for most people, partthlarly those who are not college bound.

Why should children be taught.academic skills? Our main concern should be

citizen education, not the care and feeding 0 "junior social scientists."

The substitution of the scholar's method for his product is'unwarranted and

unnecessary' unless one assumes that the scholar's method is also appropriate for

personal and public decision making. There is a difference between methods

appropriate for validation of knowledge claims and methods appropriate for

making public policy decisions. (Newmann 1965; Krug 1966; Edgerton 1967;

Shaver 1967; Pearson 1973)

320
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c) The "new social studies" movement has given littlp attention to

problems of scope and sequence in the social studies curriculum. In fact, it

appears that the movement has diverted attention entirely from this, Discussion

of scope and sequence was abandoned at the same time the "new social studies"

was on the rise. Almost every project focused narrowly on one discipline or

pne course 'and grade level in. the curriculum. The diversity of ideas and

materials-produced:by the projects have made the social studies a confusing

conglomerate of unrelated parts. Little or no thought has, been giiien to what

the new materials were-replacing and whether some of the courses edged out

ought to be retained; for instance, American history is being given Tess

attention than it ought to be given. (Becker.1965; Reactions . . 1965; Krug,

1966; Allen 1967; SelakoVich-1975; Wiley 1976; Haas 1977)

4) Criticisms Related to Needs and Characteristics of Users

a) The "new social studies" did not pay sufficient attention to the needs

and characteristics of students.

(1) The "new social studies" was directed mainly toward above-average

students. (Reactions ; . . 1965; Sanders and Tanck 1970)

(2) Intellectual operations of academic professions may be boring and

irrelevant to the lay popUlation. (Newmann 1965; Krug'1966)

(3) The "new social studies" neglects individual differences among

students. (Sanders and Tanck 1970; Haas 1977)

(4) The "new social studies" neglects cognitive and moral stages of

development. (Kohlberg 1973)
a

(5) The ''new social studies" neglects the needs and interests of the

,child as one possible source of the curriculum. (Anthony 1967),

(6) Younger students can't handle moral relativism. (Wiley 1976)

(7) Students are turning down the "invitation to inquire." (Sanders

and Tanck 1970) 321
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(8) .cWhatapPeals to an adult may be too obvious'ortoo obscure to a

child. (Sanders and,Tanck 1970)
,

(9) Youngsters distrust a purely "objective" approach to human

affairs. (Traverso 1969)

b) The "new social studies" did ndt pay suffident attention to the

needs and characteristics of teachers.

(1.) .The "new social, studies" tends to reduce, the teacher's central

role in the classroom, his/her professionalism, autonomy, and creativity; .

ittries to be "teacher prOof." (Reactions . .t. 1965; Jewett and Ribble

1967)

(2) The "new social studies" substitutes one slavish method (ticking

off the teaching unit) 'for; another (going through the text page by page).

(Marinello 1970; Tucker 1972)
6

(3) The "new social studies" does'not consider the new, heavier

responsibilities beirig placed upon teachers. (Allen 1967)

(4) The "new.social studies" neglects differences among teachers,'

(

styles, capabilitieS, and the like. (Sanders and lanck 1970; Haas 1977)

(5) The "new social studies" runs contrary to certain norms widely

field among classroom teachers: .

--primacy of facts.in social studies instruction

=-learning cycle should begin with storage of information

--the teacher is-the processor of.knowledge and should give

students the benefit'of this rather than letting them share
. .,

their ignoririce

--learning is a serious, not a fun, business

--personal values and conLroversial issues shouldn't be explored

in the classroom (Kardatzke,.1975)
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(6) Using the new materials requires much teacher, effort in curricii=

lum rethinking and rebuilding, preparation for clashes, and-training.

(Sanders and Tanck 1970)

(7) The "new social studies" materials are too radically different

from old approaches to be easily accepted by .teachers, (Selakovich 1975)

c) The ."new social studies" did not pay sufficient attention to the'roles

teacher educators (methods teachers) in colleges mighirplay in their development

and dissemination.'

(1) Teacher educators were bypassed by the developers; inservice

training was emphasized to the neglect/of preservice training. This

.

resulted in Ate alienation. (sometimes exprehsedjn antagonism; sometimes

displayed in 'ignorance) of teacher educators from the projects. (Tucker

1972)

(2) Teacher education programs-in colleges were slow to incorporate

the'"new social studies." (Selakovich 1975)

d) Too little attention was paid toe-the elementary level by the "new

social studies." (Allen 1967)

e) The "new social, studies" did not consider how, the new materials would

0,

fit with certain administrative conditions.

. (1) Teaching the new materials at the elementary level might require

greater specialization than currently. practiced by teacher; could lead

to departmentalization. (Sanders and Tanck 1970)

(2) Many of the new materials were incompatible with other popular

innovations, such as flexible scheduling, open space, and individualized

instruction, (Risinger 1973)

f) The "new social studies" paid virtually no, ttention to' what,parents

and tither laypersonsthought'the schools shouldbe,teaching. (Wiley 1976)

323



Criticisms of the Developersof the "New Social Studies"

a) The development teams were Overloaded wiih social scientists and
e,

1
,

,

. ..-
.

. .

"underloaded" with classroom .teachers, educational%psychologists, curriculum

specialists, methods professors, and others who could have-contributed important

expertise. c (Anthony 1967; Tucker 1972)

b) Development of curricultlm materials should have been left to commercial

publishers in the private sector; federal government interference, in this tradi-

tionally private enterprise was unwarranted and,,in fact, dangerous. (Wiley

1976)

'c) The attitudes and manner of the "new social studies" developers and

advocates-have been found wanting in the following respects:

(1) They were possessed of a "neurotic" sense of. urgency, detrimental

to-considered reflection upon their task. (Robinson 1963)

(2) -They suffered from too much missionary zeal, believing that they

had "the answer" to end all.conflicti in the social studies. (Jewett and

Ribble 1967)

(3) They suffered from a Myopia and igndrance about historical

precedentS'. This led them\tckrepeat many mistakes of the'past. Their

mistaken claim that what they iNere doing was "new" came either from this

Or from a strong streak of charlatanism. (Eulie 1969; Hertzberg 1971;

2

Ellis 1971)

(4) -T,hey suffered from a high degree of arrogance. The "experts"

and the "bureaucrats" were allied together gainst the "people" in an

attempt to dictate what ought to be taught and how. (Wiley.1976)

6) Criticisms Related to Evaluation in the "New Social\Studies"

a). The "new Social studies" didn',t pai'much attentiOntO -developing-student

evaluation procedures to gd with the new content they were introducing.
. ti

(Reactions,. . . 1965; Sanders and,Tanck 1970)

32.4
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b) Little or no formative and summative evaluation was done by the
, ,

,

developers of the new materipls. (Allen 1967; Selakovich,1975)

J . , .

7) Criticisms Related to Cost , . 2?

a) The materials themselves were too expensive.' (Sanders and Tanck
..,...

100; Selakovich 1975)

."

b) Implementation of the new materials entailed greater costs in time

a 0

and money than the materials they replaced. More teacher time Was required to

select materials, build curricula, undergo training, and prepare to teach the

materials on a day -to -day basis. (Sanders and,Tanck 1970)
_,

8) Criticisms Related'io the "New Orthodoxy",

.

a)" Prematuie dissemination of ",9ew social studies" ideas, before adequate.,
.

examination and revision had been accomplished, may have led to a new kind of

inflexibility. ;There is danger' of a new orthodoxy replacing the old. Substitu-

tion of one slavish' method for anotheetias been 'noted. (Eulie 1969; Mannello

.1970; LiForse1970;Jucker 1972)

b) The "new social studies" was an attempt to install:a "national

'curriculum" in this country. (Wiley 1976) .

..9) Criticisms Related to,the ''New Hype"

The "new social-studies" suffer from an overdose of gimmickry (games and

such). (Benjamin 1975)

10) Criticisms Related to the Dissemination of the "New Social Studies"

a) Contrary to hopes and predictions,,the "new, social studies" have not

disseminated widely. '(Selakovich 1975;0 Hahn 1977b)

b) The projects may not have paid enough attention at an ea1ly enough

time to the problems of dissemination; there was a belief that, if the Ooducts

were-good, they would .ifisseminate.themselves. (Hahn 1977b),

325



7312-

. .c) Use of government.funds to dis.seminate the new.materials in competition

with commercial-publisher.; was an unjustified interference in the private market'',

mechanism. (Wiley 1976)

Impact of the "New Social Studies",

. Very little appears to be known for certain about the impact the "new social

studies" has had.

There are some hints and a little data about the indirect influences of the

movement on classrooms--that is, the influence that the projects have had on

intermediate groups, Such as publishers and university methods professonl and
IP

researchers, who may have subsequently influenced classroom teachers.

.A visit to the` publishers' exhibits at an annual c^ivention of the National

Council for the Social,Studies leaves one with the impressiotithat the "new

social studies" movement has had a fairly substantial impacf on commercial

textbook publishers". In the early 1970s, many commercially developed materials

resembling.project materials in appearance,and substance b7gan to crop up mere

and more frequentlyein publishers' convention displays. HOwever, this is only

an impression; no controlled study.has been done to determine whether recent

publishers' products have indeed been influenced strongly by the project models.

There is even. ess "hard data" on whether the new publisher-produced materials,

have sold well are are being used widely and successfully in the schoqls.

"Common knowledge" in the field (Gross 1977), backed up by this writer's conver-

sations with publishers' ireliresentatives and "new social studies" developers,

indicates thattmo-St-of-the project materials and the innovative publisher

materials have not-sold ell in comparison to the high expectations for them.

in all, hoWever, there is virtually no information on the possible indirect

D
influences of the projects through.the intermediary of textbook publishers.

326



-313-

-There is a small amount of evidence regarding the influence the'projeOts

may have hid on methods ptofessors. Tucker (1972) surveyed social 'studies

methods professors,andlound a fairly high degree of alienation from the "new

social studies"among them. 'They were critical of the projects and had generally

not been included in the movement's activities. In all, they were not very

likely to be passing on the "wisdom" of the projects to their students. This'

'alienation was more marked among those with appointments solely to educatiOn

faculties thanamong those with joint appointments in education and the social

sciences or history. Thompson's 1973 follow-up to Tucker's study presented a .

slightly more optimistic picture. of methods professors' attitudes toward and.,

use of the proJeCt materiali.

'Also, perusalof the reviews of research during the sixties and early

seventies, leaves-one with an impression that there never was a major thrust

I

called "new social studies" during this period. Research involving the curricu-

_t . lum development projects is mentioned'rather infrequently by the reviewers,

I

.

although copious evaluative research was conducted in'conjunction with the

= projects (Wiley and Superka 1977). Research in the context of developmnt did

not appear to be foremost on the minds of social studies researchers.

There is some evidence related to the direct impact of project-developed

/ materials on classrooms, although this information is far from definitive.

Table 46 summarizes findings from nine studies of the extent of awareness and,.

use of "new social studies" materials, (The reader will note that some infor-

mation is missing; this is.due to the fact that wewere not able to obtain

copies or summaries of someof these studies.)" Two 3dditional tables (47 and

48), drawn from Turner andHaley (1977) and Switzer et al, (1977),-show use

breakdowns by materials package. Three conclusions.can be drawn from' these tables:

.1) The extent of awareness:of "new social studies" materials is fairly

- -

high. -1-
MloSt studies report the percentage of respondents who have heard of at

least one of the sets of materials is sallpre over 50 percent%

O



Table 46.

EXTENT or AWARENESS AND USE OF

"NEW SOCIAL STUDIES" PROJECT

MATERIALS

Summary of Surveys'

Study
k

States

, /

Sample

,

Return
Rate

% Responden
Aware of teria

% Respondents
-sing Mateflals

Numbe Materials
'Listed Questionnaire

NSF

Materials

- ,

Hahn (1977a)
(study done

in 1975-75)

.

.

,

.

.

Switzer et al.

.
)

.
328

a
OH

GA

FL

,

IL.

IN

MI

WI

OH

.

.

473

438
.

soc. st.

tchrs. 9-'12

est. 700_

secondary
soc. st:

tchrs; 100
schools

....

.

.
,

.

54%

38%

64%

66%
.

tot. 495
resps.

37.6%.
est.

tot. 252
resps..

..

,

60%

51%

.

87%

.

i

.

.

-

.

.

.

f

0
. ,."

.'
,

50%+

.

I

,

I

,

,

,

/

.

.

.

,

u
,

.

.

22 packages

p

10 packages

.

% -e .

.

,
-

.

ACSP

Subject to
Citizen

HSGP

SRSS

.

ACSP

HSGP

'SRSS

329

_

-7..
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'Study States Sample . Return .

Rite

,

%Respondents
Aware of Materials

% Respondents
Using Materials

_

Number of Materials
Listed on Questionnaire

NSF
Materials

I

Turner &
Haley (1977)
(study done
in 1974)

,

.

.

Walker (1974)

Wells (1973)

.

Weidner
(1972)

.

_.

,---.

TX

CA

CN ,

CO

.

I

NE

OK

AL

30-0

4,783 or
fewer (est.
# soc. st.
tchrs. in
600 schls:)

0

441 sec.

soc. st.
tchrs.

(one from
each high
schl. in

state)

.

sec. soc.
st. tchrs.

175 Am.

hist. tchrs.

(110 sec.
schools)

23.2%
(est.)

20.7%
. (est.)

17.6%
(est.)

218%
(est.)

tot. 980
resps.

80%
(353)

,

.

73%
257

25%

.
.

.

j

26%

43%
.

48%

44%

.

. .

36%
(126 schools)

,.

11%-

10%

.

°

.

.

\

9 packages

.

_

20 packages

.

.

15

-

.

ACSP
HSGP
SRSS

,

,

.

331'
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\
Study States Sample Return

Rate .

% Respondents
Aware of Materials

% Respondents
Using Materials

Nunber of MatpriaTe
Listed on *estionnaire

NSF
Materials*-

Robeson
(1974)

ti
.

Guenther &
Dumas (1973)

Bragaw (1974)

.

..

.

.

Prince
Georges

County,
MD

t

KN

MO

.

.

332
.

all sec.
tchrs.

(not just
soc st.?)

.

51%

tot.

273

resps.

.

.

'

.

.

.

.

37%

(75% of resps.
with inservice
training were
using; 31% with-

. out were using)

.

--

.

, .

.

t.

,

.

.

.

.

.

333
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Table 47.

. --',

Use of Project Material by State and Total Respondents

. State
.

Michigan
N=83

Ohio 2

N=54
Wisconsin

N=31

Illinois
N=49

Indiana
N=34

Total*

Project No. % No. % No.

.

No.' % No. % No %

Amherst 5 6.0 1 1.9. 2 6.5 .3 6.1 3 8.8 14 5.6

ACSP 10 12,0 0 0. 1 3.2 2 4.1 1 2.9 15 5.6,

Berkeley 1 1.2 0 0 1 3.2 1 2.0 0, 0 3 1.2

Carnegie . -17 20.5 7 13.0 6 19.4 9 18.4 8 23.5 47 18.7

Harvard 13 21.7 7. 13.0 8 25.8 10. 20.4 7 20.6 50 20.2

HSGP 4 4.8 1 1.9 2 6.5 5 10.2- 1 2.9 13 5.2

Indiana. 12 14.5 3 5.6 3.2 4 8.2 6 17.6 26 10.4

Law in Am.
Society 17 20.5 5 9.3 6 19.4 10. 20.4 6 17.6 44 17.6

San Jose 0 0 0 0 2 6.5 2 4.1 0 0 4 .1.6

SRSS 3 3.6 3 5.6 4 12.9 1 3 6.1 4 11.8 17 6.8

[from Switzer 1977]
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Table'48

\
Number and Percentage of Users of Eachipf

Nine Sets of Materials, by State

,

California
N =.288

Colorado
N= 235

Connecticut
N = 277

Texas
N = 180

.Total
'N = 980

No. -% 'No. No. % No. % No., ,%

American Poli-
tical Behavior
(Indiana) ,

.

34 12 .

.
.

14 .6 25 9 21 12 94
.

.

10'

Asian.Studies
Inquiry, Pro-

gram
(Berkeley) 15 5 12

.

.

5 . 11 4 0 0

q

38 4

Episodes in
Social Inquiry
(SRSS) 13 5 22 9 16 -6 9

,

5 60 6

Geography in
An Urban Age
(HSGP) 17 6

.

26

.

11 12 4 0 0 55 6

.

Holt Social
Studies Series
(Carnegie) 48 17

c

.

35 (15

.

43

.

.16 12 7 138 .

.

14

Justice in
Urban America
Series (Law
in Am Soc.) 20

--

9 18 8 25 9 4 2 67 7

Patterns in
Human History
(ACSP) 7 2 9 4 19 7

.

1 1 36 4

.

Itiblit Issues
'Series

(Harvard) 37 13
0

19 8 , A4 18 , 5

.

3 106 12

Units in Amer-
ican History
(Amherst) 11 4 17 7

.

24 9 4 2

,
.

56 6

[from Turner and Haley 1977)

335



-319-

2) The extent of use of the "new social studies' materials is rather
.

. \.

low. Only one study reported. more than 50 percent of respondents were using
i 43

the materials, and that was only a smidgin over the 50 percent mark

3) No single package received anything near a 50 PeeCentsusie rating;

the use percentages are distributed among ten packages.

The low use rates should not be too surprising, perhaps, when one considers

two other findings from surveys of,materials awareness,and usage. Both of these

findings give us an image of social studies as a relatively fragmented field.

. First, the EPIE Institute (Report of aNational Study . . . 1977) found

that, in contrast to science, mathematics, and reading, there is no single

materials package or small group of materials packages that dominates the market in

social studies. (Only two out of 66materials packages in social studies were"used by
,

more than ten percent of the respondents in their survey; each of the two was

used by 10.5 percent trthe respondents. In science, three out of 102 packages

were used by over ten per entof respondents, one receiving 16.9 percent of the

"vote." In mathematics, five out of 74 packages were each used by over ten

percent, with the highest 21.1 ,percent. In reading,one set of materials was

used by a whopping 31.7 percent of respondents; in all, 11 out of 66 packages .

were each used by more than ten percent of the respondents.) :The EPIE survey

did not identify the materials, unfortunately, so we have no indication of the

relative extent of use of. "new social studies" versus other social studies

materials. All we know from the EPIE report is that there appears to be signifi-

cant dispersion in materials usage in social'studies as,compared to other fields.

Second, at least two studies (Turner and Haley 1975; Switzer et al. 1974)

found that use rates increased substantially if one controlled for subject

matter taught by the respondents. That is, the proportion of users of new

_geography materials suck as HSGP was much higher bmong teachers who were teaching

geography than among social studies teachers in general. Thus specialization--
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another word for fragmentation7-may set some limits to thetextent of dissemina-

tion,and impact one can expect any one package of materials to have.

Additional information on classroom.impact of project materials comes from

Gross's recent survey (1977). it is worth quoting Gross at length:

_As to teaching methodology, the foregoing studies* also

`found teachers reporting that they are using the approaches

construed to be associated with the new social studies,

panticulat4ly inquiry, conceptual; broad-field, and simulation-

gaMe approaches. Ch.& respondents [national sample of district

social studies supervisors] also agree that teaching styles have

been materially influenced by the new social stUdfes projects.

Over 3/4 of'them believe this is clearly apparent in the

secondary schoOls, and about 60 percent feel there hai,been an

average-to-great impact upon elementary school practices. If

this is so, we should be experjencing a virtual Renaissance in

social studies instruction. Do we have further evidence on-

this?
A

Our respondents, however, reported that the new social

studies projects have had minimal influence on textbook selec-

tion, the employment of teachers, and upon teacher training.

They also indicate a.very limited use of the new projects in

the schools. This reflects the common knowledge that the

sales of many of these programs have been far below the expec-

tations of their developers and publishers: Our responses from

the state and district levels closely parallel one another in

indicating which.of the newer programs they believe have had the

greatest influence in/their areas; but it seems that the

impact of no single program was particularly significant. (See

Table VI.)
One of the California studies previously cited certainly

supports this view. Here, in spite of the fact that the bulk

of the high school teachers claimed that they are employing the .

methodology of the new social studies, over 70 per cent of the

sampling admitted little direct teaching of skill development.

In this study 90 randomly selected high school social studies

instructors in a,large and cosmopolitan county reported that

they are not using the new social studies projects to any

considreable extent. Indeed, Britton-found, for example, that

27 per cent had never heard of the Amherst Project; 33 per.cent

\had never heard of Law in a Free Socjety; 43 per cent had never

heard of Sociological Resources for Secondary.School Social

StUdjes; 46 per cent had never heard of the High School Geography

.
Project; 53 percent had never heard of Patterns in Human History;

and 56 percent had never heard of Econ 12 or American Political

Bellavior--in,spite of the fact that the majority were seasoned

*Gordon Stanton, Teachers Look at-Secondary Social Studies Teaching,
School of

'Education, California State College, San Bernardino (Mimeographed survey report),

May 1976, 37 p. See also Helen Britton, "D'-usion of Social Studies Innovation

in Santa Clara County, California,' unpublished doctoral dissertation, School of

Education, Stanford University, Aunust 1976.

1.97
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Table VI
Which Projects Had MOst Impact

in Your State/System?
(In Order of Frequency of Mention)

- -High School Geography Project (S)*

--Carnegie-Mellon History Project (S)

- -Sociological Resources, for Secondary Schobls (S)

- -American Political Behavior (S)

- -Harvard Paperbacks (S)

--MACOS (E)**

- -TABA Social Studies "Ingram .(E)

- -Our Working World (E)

- -People and Technology (E)
- -Minnesota Family of Man (E)
--Anthropology Curriculum Project IS)

- -Legal Programs (E/S)

*(S)=-Secondary Level
**(E)--Elementary Level

teachers, and over 30 per cent reported belonging to local,

state, or national social studies councils. Less than ten per

\ cent of all of her respondents had tried one'of the projects
\ listed, and the list included more than those mentioned above.

Thus we face a perplexing dilemma. If teachers are using

n w social studies methodologies and are not deeply involved in

the new programs or influenced directly by them, what accounts

for their familiarity with the procedures? Could it be their .

prof sional reading? Absolutely not! Over 90.per cent of our

distrt t respondents'claim that professional social studies
literat re has but average-to-little influence.upon either
elements or secondary school instruction. Stanton found even

more depr ssing information from the teachers themselves. Only

15 per cen of his sampling belong.to social.studies organiza-

tions, and ply 13 per cent reported using social studies .

journals. NO ertheless, one way or another, at least the

;\Jterminology o the new social studies has percolated to the

teachers. Yet e have conflfcint evidence as to actual practice.

Undoubtedly, hoWevier, from discovery techniques and case

'studies to role 0 aying and pupil action - research within the

community, aspects\of the new social studies are foundin many

classrooms and school situations tcday. Conventional textbooks

of the present era, Cyrriculum guides, and inservice education

programs have incorporated and emphasize important elements of

the new social studies.\ Perhaps large numbers of children and

youth are teing exposed\to and involved in timely and revitalized

socio-civic edudation. Omr study and.other critiques and research,

... however, lead us to seriously question such conclusions.' This

is an area-apejor thorough examination. We all know that

new content approached in tired ways soon loses its glamor, or
that instruction'about problems can be very different from

involvement in problem inquiry\ Large-scale investigation as
to just whatis going on in schbolrooms, both in content and

,,.

techniques, is still badly needed.

338



-322-
C

As Gross points'out, no studies have been done on the question of how

the materials are actually used in the classroom. Some questionnaire surveys

have asked for user's rankings of the success of materials they have put

into practice (Turner and Haley 1977;,,Morrissett 1973. 1975a, 1975b). These.

have generally found respondents to favor the new materials over others.

Beyond. this information, we know very little else about the impact of the

"new social 'studies."'

Summary Observations

1) There are some differing perceptions of what the characteristics of the ''

"new social studies" arei-although-a-few-'=core " -chdractErTiffei-40iai;----

to be generally agreed upon:

a) emphasis on the social science disciplines;

b) emphasis on the "structure" of the disciplines (concepts,
generaLiiations, theories, models);

c) emphasis on the methodologies of the disciplines;
o

d) emphasis on inquiry/inductive/discovery strategies of instruction;

e) emphasis on'materials as the heart of'the instructional-improvement
effort-(provision of comprehensive teaching guides, variety of
media, and packages containing all essential materials);

f) emphasis on role of scholars in curriculum development; and,

g) emphasis on multiple cycles of development,,fieldtesting, and
revision in the-curriculum development process. .

) A host of criticisms of the "new social studies" have been offered over
the last decade. They are related to:

a) the inquiry/discovery/inductivemethods of instruction.used in the.

"new social studies"; .

b) the content of the "neisi social studies";

) the objectives and rationale of the "new social studies" and its
place in the social studies curriculum scope and sequence;

the needs and characteristics of users of the "new social studies";

the developers of the "new social studies";.

339
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e

f) evaluation in ad of the "new social studies";

g) the cost of the "new social studies" programs;

h) the "new social studies" as a "new orthodoxy";

i) gimmickry in the "new social studies";and, '

j) dissemination of the "new social -studies:"

3), Very little I'.hard data" is available on the impadt of thC"new-social
studies." Thee have been no systematic'studies of the infldence'of the
"new social studies" on publishers of curriculum materials. There have

been two surveys of methods professors' attitudes toward the- "new social
studies." The few studies on the extent of use of "new social studies"
materials show that they are not widely used. There have.been no studies

examining the quality of actual classroom use of the materials.

V

340'
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ERIC Search: Part I

TERMS AND SEARCH'STRATEGY USED IN SEARCH.OF ERIC DATA BASE

July-August 1976

SET DESCRIPTION

A.-SOCIAL STUDIES
_SOCIAL SCIENCES

ANTHROPOLOGY/DE
ECONOMICS INSTRUCTION,
GEOGRAPHY/DE.

HUMAN GEOGRAPHY ,

.PHYSICAL GEOGRAPHY
WORLD GEOGRAPHY
GEOGRAPHY INSTRUCTION
HISTORY /DE

HISTORY 'INSTRUCTION
UNITED STATES HISTORY
AMER1CAN'HISTORY -

WORLD HISTORY
EUROPEAN HISTORY
ASIAN HISTORY
"POLITICAL SCIENCE

SOCIOLOGY/DE
PSYCHOLOGY/DE

*STRAT6Y USED

44

z

A

B. ELEMENTARY EDUCATION
ELEMENTARY GRADES
ELEMENTARY SCHOOL CURRICULUM -

ELEMENTARY SCHOOLS
ELEMENTARY SCHOOL ST9DENTS
ELEMENTARY SECONDARY EDUCATION
INTERMEDIATE GRADES
MIDDLE SCHOOLS
GRADE 1

GRADE 2
GRADE 3
GRADE 4 '
GRADE 5
GRADE 6

$- = Combine 4

* = And
+ = Or
- = Not
) = Limit By

MAJ = Major Descriptor

381



ERIC Search: Part I

wt

SET DESCRIPTION

C. C. SECONDARY EDUCATION

SEC' aARX GRADES.
SECONDARY SCHOOLS
_SECONDARY SCHOOL STUDENTS
JUNIOR HIGH SCHOOLS
JUNIOR HIGH SCHOOL STUDENTS
HIGH SCHOOL.STUDENTS
SENIOR HIGH SCHOOLS .

GRADE 7
GRADE 8
GRADE 9
GRADE 10 1

GRADE 11
GRADE 12 i

4.

STRATEGY USED

D. TREND ANALYSIS
' EDUCATIONAL TRENDS

ENROLLEMENT TRENDS :*

TRENDS

$A*Dt(B-I-C)

E. NAfIONAL;SURVEY $A*E
STATE SURVEYS . )MAJ -

SURVEYS i' *(131-C)

SCHOOL SURVEYS
STATISTICAL SURVEYS

. STATE OF ,THE ART REVIEWS

F. EDUCATIONPL PRACTICE
EDUCATIONAL(w)PRACTICE
EDUCATION4041PRACTICES
EXISTING(w)PRACTICES
PATTERN(w)ANALYSIS.
ANALYSIS(f)PATTERNS

O

$A*F*(B+C)

G. NEEQS ASS SSMENT $A*Gk(B+C)
NEEDS ASS SSMENTS , .

"NEEDS(w)ASSESSMENT
NEEDSMA$SESSMENTS
EDUCATIONAL NEEDS

H. TEACHER E6CATION
INSERVICEITEACHER EDUCATION
PRESERVICE EDUCATION
INSERVICE_COURSEt

INSERVICE EDUCATION
114ERVICE PROGRAMS
INSTITUTES (TRAINING PROGRPMS)
SUMMER IRSTTIOES
STUDENT TEACHING

4



O

'ERIC Search: Part I -

;.,
SET DESCRIPTION

,I. COURSE DESCRIPTIONS
PROGRAM DESCRIPTIONS.
TIME

"TIME BLOCKS
RESEARCH

EDUCATIONAL RESEARCH
SOCIAL SCIENCE RESEARCH-
DOCTORAL THESES
MASTERS THESES

J. TEA HER EVALUATION
EFr CTIVE TEACHING
TEA HER IMPROVEMENT
T HER QUALITY
TERCHER ATTITUDES-

STRATEGY USED ,

,-$A*14

)MAJ

. *I*([3:+c)

$A*1]
)MAJ

*(B+C) .

.,

::4WilgA-tetiTITICATION,
PICATION .

$A*K*(B+C)1
..

,

CERTIFICATION(w)REQUIREMENTS '

CERTIFI-CATION(w)RcQUIREMENTS .

/' -.

i

L. CURRICULUM GUIDES $L*(Social Studies
STATE CURRICULUM CUIDES .... or

'Social Scjerices)
.

- ')MAJ

*(B+C

11'.. OBJECTIVES SAM
AFFECTIVE OBJECTIVES )MAJ
BEHAVIORAtJB4CTIVES *(B+C) .

COGNITNE OBJECTIVES
EDUCATIONa OBJECTIVES

N. ENROLLMENT--
AVERAGE DAILY ENROLMENT
ENROLLMENT INFLUENCES
ENROLLMENT RATE.
STUDENT ENROLLMENT '

$A *N *(B +C) -
.

O. COMPARATIVE EDUCATION

P. COURSES $P*A
)MAJ

Q. ENROLLMENT

3'8 3
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ERIC Search: Part I

ti

SET DESCRIPTION

R. COST(w)EFFECTIVENESS
EXPENDITURES
EXPENDITURES PER STUDENT

r

STRATEGY USED

$A *(Social Studies *(B+C)

or
Social Sciences)

S. SURVEYS
'NATIONAL SURVEYS
SCHOOL SURVEYS
STATE SURVEYS'

T. EDUCATIONAL NEEDS
EDUCATIONAL PRACTICE

$A*S*T*U
not 0

U. ELEMENTARY SCHOOL TEACHERS
SECONDARY SCHOOL TEACHERS
PUBLIC SCHOOL TEACHERS

V. EDUCATIONAL ASSESSMENT
4 STUDENT APTITUDES

,ACHIEVEMENT .

ACADEMICsACHIEVEMENT
STUDENT OPINION
STUDENT EVALUATION
ACHIEVEMENT RATING

$V*(Social Studies
or

Social sciences
)MAJ

0 *(B+C)
not 0

W.,COURSE DESCRIPTIONS
\ .,' PROGRAM DESCRIPTIONS .

$W*(Social Studies *(B +C)

'Or not 0

Social Sciences)

,

\ L\ `TIME

TIME BLOCKS
SCHOOL SCHEDULES

V(*(Sociat Studies .

'Pot

Social Sciencesi
)MAJ

not 0

Y. TEACHING METHODS
TEACHING\TECHNIQUES
TEACHING 'MODELS

INSTRUCTION
TEACHING PRQCEDURES

$Y*(Social Studies
or

Social Sciences)
)MAJ

*(B+C)
not 0

Z. LABORATORIES
IIBRARIES
LIBRARY FACILITIES
LIBRARY SERVICES'
FACILITIES
EDUCATIONAL FACILITIES
STUDY FACILITIES

$Z*(Social Studies
or

Social Sciences)
)MAJ

3 .4

a
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ERIC Search: Part II

TERMS AND SEARCH STRATEGY USED IN SEARCH OF ERIC DATA BASE

July-August 1976

, SET DESCRIPTION

A. SOCIAL STUDIES ,

SOCIAL SCIENCES

*STRATEGY USED

'B. ELEMENTARY EDUCATION
ELEMENTARYGRADES
ELEMENTARY SCHQOL CURRICULUM
ELEMENTARY SCHOOLS
ELEMENTARY SCHOOL STUDENTS
ELEMENTARY SECONDARY EDUCATION

=INTERMEDIATE GRADES
-MIDDLE SCHOOLS

GRADE 1
GRADE 2
GRADE 3
GRADE 4
GRADE 5 .

GRADS 6

ob.

C. SECONDARY EDUCATION
. SECONDARY GRADES

SECONDARY SCHOOLS
SECONDARY SCHOOL STUDENTS
JUNIOR HIGH SCHOOLS
JUNIOR HIGH SCHOOL STUDENTS
HIGH SCHOOL STUDENTS
SENIOR HIGH SCHOOLS
GRADE 7
GRADE 8
GRADE 9 c`

GRADE 10
GRADE 11

GRADE 12

a

D. COMPARATIVE EDUCATION

* $'. Combine
* = And
+ w Or

= Not
) = Limit By

MAJ= Major

4

385



ERIC Search: Park 41 -7-

SET DESCRIPTION

E. SPECIALISTS

STRATEGY USED

$E*A*(B+C)
LEARNING SPECIALISTS not z0
MEDIA SPECIALISTS .

CONSULSTANTS
MOBILE EDUCATIONAL SERVICES
SHARED SERVICES

.---4------NWESSIONAL SERVICES
CONSULTATION PROGRAMS
INTERMEDIATE ADMINISTRATIVE UNITS
REFERRAL
INFORMATION SERVICES

F. FULL STATE FUNDING $F*A*(B+C)
SCHOOLDISTRICT SPENDING ..not U
STATE AID
EDUCATIONAL FINANCE
BUDGETS
BEDGETING

. FINANCIAL SUPPORT
SCHOOL,FUNDS*
STATE FEDERAL AID
STUDENT COSTS .,

'SCHOOL TAXES

SCHOOL DISTRICT SPENDING'
PRQGRAM BUDGETING
TRAINING ALLOWANCES
RESOURCE ALLOCATIONS

G. ADMINISTRATOR ROLE $G*A
4

ASSISTANT SUPERINTENDENT ROLE )146J

BOARD OF EDUCATION ROLE- *(B+C)
COMMUNITY ROLE : not 0
FAMILY ROLE
PARENT ROLE
TEACHER ROLE
STUDENT ROLE
ADMINISTRATOR ATTITUDES
COMMUNITY ATTITUDES
COMMUNITY INFLUENCE .

COMMUNITY INVOLVEMENT

H. TEXTBOOK SELECTION ,, $H*A
TEACHER SELECTION )MAJ
ADMINISTRATIVE POLICY : i *(B+C)
CURRICULUM DEVELOPMENT . not D
CURRICULUM PLANNING
COURSE CONTENT

386
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ERIC SearchiaPart II
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SET DESCRIPTION STRATEGY'USED
.

I. ACCREDITATION (INSTITUTIONS) $I*A*(B+C)

STATE STANDARDS not 0

ACADEMIC STANDARDS
ACCREDITATION REQUIREMENTS
STATE LEGISLATION

J. TEACHER(w)PERf,RMANCE $J *A *(B +C)

EACHING(w)PEREORMANCE not 0

K. CAREER CHOICE $K*A*(B+C)

CAREER PLANING
SOCIOECONOMIC STATUS
EDUCATIONAL BACKGROUND

L. SLOW LEARNERS
TALENTED STUDENTS
GIFTED
SUPERIOR STUDENTS
LOW ABILITY STUDENTS
EDUCATIONALLY DISADVANTAGED
MENTALLY HANDICAPPED
RETARDED CHILDREN
RETARDED READERS
ACADEMIC ABILITY
STUDENT ABILITY
STUDENT MOTIVATION
STUDENT SELF IMAGE

not,

$L*A
)MAJ

*(B+C)
not D

M. ACHIEVEMENT TESTS SM*A'

NORM REFERENCED TESTS )MAJ

CRITERION REFERENCED TESTS *(B+C)

STUDENT EVALUATION. t? not 0

TEST RESULTS
STUDENT TESTING
TESTING PROGRAMS
PROGRAM EFFECTIVENESS

TEACHER EMPLOYMENT
CREDENTIALS
TEACHER QUALITICATIONS
TEACHING SKILLS
PERFORMANCE BASED TEACHER EDUCATION

EDUCATIONAL ACCOUNTABILITY
MANAGEMENT BY. OBJECTIVES

PERFORMANCE CONTRACTS
TEACHER EFFECTIVENESS .

387
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ERIC Search: Part III
4

. 0 4 ,

TERMS AND SEARCH STRATEGY USED IN SEARCH OF DISSERTATION ABSTRACTS

July-August 1976

4

SET DESCRIPTION *STRATEGY USED

A. SOCIAL SCIENCES -

AMERICAN STUDIES
ANTHROPOLOGY
ECONOMICS
HISTORY

. ' POLITICAL SCIENCE
SOCIOLOGY
SOCIAL SCIENCE
SOCIAL STUDIES
POLITICAL SCIENCE
GEOGRAPHY

,

,..

t,

11

.

1

B. ELEMENTARY
_MIDDLE SCHOOL
PRESCHOOL

SECONDARY
PRE COLLEGIATE

0

$A*C*CV

C. YEAR = 1973
.

,
a

°,t $ = Combine
* = And
+ = Or
- = Not
,) = Limit By

MAJ = Major Descriptor

oo

%.
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,ERIC Search: Part IV

TERMS AND SEARCH STRATEGY USED IN COMPUTER SEARCH OF SOCIOLOGICAL ABSTRACTS

JulyAugust 1976

'4 '0

SET DESCRIPTION *SEARCH STRATEGY

A. SOCIAL SCIENCES s

AMERICAN STUDIES
ANTHROPOLOGY -

ECONOMICS
HISTORY
POLITICAL SCIENCE
SOCIOLOGY() t

SOCIAL SCIENCE
SOCIAL STUDIES
POLITICAL SCIENCE
GEOGRAPHY

$A *B
9

0

B. ELEMENTARY
0 MIDDLE SCHOOL

PRESCHOOL
SECONDARY
PRE COLLEGIATE

4

* = Combine
* = And

O

389

4



ERIC Search: Part V

TERMS AND SEARCH STRATEGY USED IN COMPUTER. SEARCH OF PSYCHOLOGICAL ABSTRACTS

July-August 1976

SET. DESCRIPTION

A. SOCIAL SCIENCES
SOCIAL .STUDIES

ANTHROPOLOGY
SOCIOLGOY
PSYCHOLOGY,

*SEARCH STRTEGY

I

B. SECONDARY EDUCATION
JUNIOR'HIGH SCHOOL STUDENTS
JUNIOR kIGH'gHOOLS
JUNIOR HIGKSCHOOL TEACHERS
HIGH SCHOOLS
HIGH,SCHOOL STUDENTS
HIGH SCHOOL TEACHERS
ELEMENTARY EDUCATION
ELEMENTARY. SCHOOL STUDENTS
INTERMEDIATE SCHOOL STUDENTS
PRIMARY SCHOOL STUDENTS
ELEMENTARY SCHOOLS
PRIMARY SCHOOLS
ELEMENTARY SCH001. TEACHERS1
PUBLIC SCHOOL EDUCATION
PRIVATE SCHOOL EDUCATION

0

C. CURRICULUM
EDUCATIONAL MEASUREMENT
EXTRACURRICULAR ACTIVITIES
SCHOOL ENROLLMENT
SCHOOL FACILITIES
EDUCATIONAL LABORATORIES
LEARNING CENTERS (EDUCATIONAL)
SPECIAL EDUCATION
STUDENT ATTITUDES
TEACHER ATTITUDES
TEACHER EDUCATION
INSERVICE TFACHER EVALUATION'
VISUALLY WIDICAPPED

$C*A*B

$ = Combine
* = And
+ = Or
- = Not

) Limit B$'

MAJ = Major Descriptor 3,90 r
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sERIC Search: Part V
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SET DESCRIPTION SEARCH STRATEGY

D. ABILITY GROUPING $D*A*B
ACADEMIC ACHIEVEMENT . (Not set resulting from
ACADEMIC APTITUDE . .

-, [$C*A*B] to get rid of
ACCREDITATION (EDUCATIONAL PERSONNEL) . duplicates)
CLASSROOM BEHAVIOR MODIFICATION

,

s

.CLASSROOM DISCIPLINE
COMPENSATORY EDUCAT, ION

,

DROPOUTS .
, .

. .

t

e

EDUCATIONAL ASPIRATIONS
EDUCATIONAL BACKGROUND .

EDUCATIONAL INCENTIVES
EDUCATIONAL-PERSONNEL
EDUCATIONAL-PROGRAMS
PERSONNEL TRAINING

k SCHOOL ADJUSTMENT
`- SCHOOL LEARNING

'SCHOOL READINESS
SCHOOLS
STUDY HABITS
TEACHER PERSONALITY
TEACHER STUDENT INTERACTION
TEACHER TENURE
TEACHING f

9, THEORIES OF EDUCATION.

(\
. .

.

e

g

l
o o

a

.

a

.

t

,.

K
. (

1

v
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Table A-1

z".

. 4.

Social Studies Knowledge Objectives: 1955-1975/

Topic
.

1955 1960
z .

° 1965K.'--" ) % 1970 1975

-

1 Interdependence"

t . .

.

i

% 4

2. Other Cultures

.

..

;

-
.

...

.

3.'-American Heritage

.

0

4 Goottitizenship
1

. .

..,

.

- .

,
...

.

.
.

.

-7-
-

.

. .

.

.. -

. .
.

, 4

.

l. Students will be
able to understand the
dependence and inter-
dependence of man.-

....

.
g.

.

2 Students will
understand that all;*

peoples.and cultures .
have.contributed to
the worldrthat none
are superior or Ihfe-
rim.; and that all --

societies have some
things in common.

3. Students will know
about the great
people in America's
past; their thoughts
and deeds.

f

4. StUdents will know
the obligations Af
;good citizenship and
the democratic way of
life as 'opposed' to

competing ideologies.

%-.."-

1

.

1.

. .

.

. ---

. \*

...

.
. _

2: Studentsgwill be
aware of the contri-
butions orother
cultures.
.

. , -

,.
.

3. Students will, under-

stand their'American
heritage through the
study of community and
national backgrounds.

. .

4

4. Students will be
aware of what constil
tutes good citizen- '

ship. .

.....

. 6
.,

.

.

.

.

.

1: Students will be
able to understand the
interdependence of
people _and the inter-

relationships-existing
among nations of the

world. -,

- -

.

4

1r

.

.

2.
..:. %

.
CP

.

;

,,
.

3. .

(

. .

A. Students will under-.4.
stand thb democratic
life and its advan- ,.

tages compared to
competing ideologies.

. .

.

.

.
.

, .

i

1. Teachers
.

will create
in their students'an
understanding of the
interdependence of men
and nations, and
through such under-
'standing developthe
broader social-minded-
nets essential to
huMan progress and
well-being.., '''

2. Students will under-
stand the relationships

of all peoples through
the study of geographi-
cal, social. economic,
and political divi-
vim.-
. -*

.

'
4

I. Students will become
acquainted with the
significant elements
of our social; moral,
spiritual,'cultui-al,
political, and econom-
is heritage. ,

IS

.
s

.

..,

: ' ,

.

.

.

.

.

.

1.-Students will realize
the inevitability of"
.change as it affects

societal adjustment in
the role of interdepen-
dence athong individual ;,

societies, and nations..
..

...

.

,

2. Studenti willdevelop
knoWledge of other co-
turei.

- '. .
. ,

.,

; .

-

%

,4! . . .
.
3. Students will develop
knowledge of that own
cultural heritage.

.

...

.
.

'

4. Students will be aware

of what constitutes good.
citizenship._

,

.

.

.

O
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Topic 1955 1960

5. , Economics

6. Human History

I,* World Affairs

8. Geography

r e

9. Tecbnology

10. Natural Resources

6

395

5. Students will under-
stand the principles
pt-the American econom-
ic system end the evils
of,statismandcollecti-
vtsm.

6.

7. Students wii1 under-
statid the relationship

of the U.S. to the rest
of the world.
8. 7,

9.

10.

-c*

5. Students will know
the principles and
factors of the American
economic system.

6. Students will have
a knowledge of humgn
society--past and
present.

7. Students will study
and understand con-,
flicting forces.

8.

9.

10.

1965

5. Students will knOw
the principles of the
American economic
system.

1970

6. Students w ?ll Under-

stand the relttionhip
of past and kesent.

7.

ti

8. Students will under-
stand tha effects of

various geographic
factors.

9: Students will be
aware of the changes
Wrought by technology.

10.1tudents will be
aware of the importance
of natural resources
and how best to con-
serve them.

5. Students will
acquire a practical and
theoretical understand-
ihg of economic con-
cepts which makes
possible an adaptation
to change.

6. Students will
develop a knowledge of
man's existence on
earth and the issues
resulting.

7.

8. Students will ac-
quire functjpnal infor-
mation about man's
physical environment
and his varied politi-
cal, social, and eco-
nonlic.institution!

that serve to carry
out human needs and
desires.

1975

5. Students will be
knowledgable about
economic factors.

6.

7. Students will be aware
of world problems.

8.

9.

10. Students will have
knowledge of sound
conservation practices.

.396
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Topic 1955,, 1960 1965 1970 1975

.

II. Individual--Nation
Relationship

12. Family

13. Race and Religion

,

14. Social Science

I

1

11.

12.

13.

14.

.

11.,

12.

13.

14.

.'

.

_

. .

f

11. Students will be
aware of the relation-
ship of the individual
to his country in
a democracy.

12.

03.

-

14.

11.

.,,,

12.

13.

.

14.

% ,

11.

12. Students will be
aware of the various
factors that affect
family life.

J.

13. Students will be
aware of the various
races and creeds found
throughout their country
and the world.

14. Students will be able
to develop understandings
based on data and concepts
drawn from the various
social science disciplines

397

Sources Used, for the Knowledge Objectives Chart

Contact, 1975; Curriculum Guide Grades 4-7, 1968; The Elementary School Curriculum, 1955; Fort Benton Social Studies

Curriculum Outline, 1970; A .Aide for Instruction in the Social.Studies, 1955; The Program of Social Studies Instruction

Grades K-12, 1969; Social Studies Education Framework for California Public Schools, 1975;Social Science Guide K-12,

1967; Social Studies, 1961; Social Studies Guide, 1970; Social Studies in Oregon Secondary Schools, 1955; Social Studies.

Pro*am for Idaho Public Schools, Grades K-12, 1974; Social Studies--in the Senior High School, 1965; Social Studies for

Young Adolescents, 1967; Atudy of Recent Changes in the Social Studies Program of the Public Schools, 1964.
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'Topic

1. Patriotism

1e55

A

Table A-2

Social Studies Attitude Objectives: 1955-1975

1960 1965

9

1970

2. Respect for Laws'and
Ailithority

3. Honesty

4. Responsibility

5. Mtiral Values

6. Respect for Elders

7. Tolerance

8. Art Appreciation

399
4\f

1.(sStudents will have
a sense of loyalty and
patriotism to their
country.

2.'Students will exhi-
bit.respect for the
law and legally con-
stituted authority.

3. Students will be
honest and respect
honesty in others..

4. Students will
accept responsibility.

5. Students will have
spiritual strength.

6. Students should
respect their elders.

7, Students will be
against discrimination

and Rrejudice.

8. Students will
appreciate the arts.

1. Students will have
a sense of loyalty and
patriotism to their
country and accordingly
be good democratic
citizens.

2.

3.

4. Students will strive
to develop social re-.
sponsibility.

5. Students will work
on developing any'
ethical andmoral
character.

.

6.

7.

8.

1. Students will have
a sense of loyalty and
patriotism to their
country and accordingly
be good citizens.

2.

3.

4. Students will live
responsibly.

5. Students will devel-
op, spiritual and moral

values.

6.

7. Students will show
respect for people of
different cultural,
economic, and religious

backgroUnds.,
r

8. Studeots-M11
exhibit an.apprecia-
tion-of the,Irts.

1. Students will have
a sense of loyalty to
their country.

. a

2. Students will have
respect_for legally
constituted authbrity.

3.

4: Students will
exhibit responsibility.

5. Students will devel-
op a good character.

6.

7. Students will devel-
op tolerance and not
be prejudice.

8.

1975

1. Students will appre-
ciate the American form of
government and be good
citizens.

2.- Students will respect

the laws and accept
authority. T.

3.

4.

5.

6.

7.

8.
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Topic 1955 1960

ON

1965 1970 1975

9.. Regard for Others'

10:'Resp4ht for Property

'11. Appreciation of Work

12. Individual Dignity

".

13. Appreciation of Other
Cultures

14. Respect for Differences

15. Participation.

16. Self

401

0 =

9. Students will show
sympathy for the
problems of others-and
intelligentadirection
of individual personal
problems.

10. Students will have
respect for property.

11. Students will

appreciate the dignity
of work.

12.

14.

15.

16.

9. *Students will show
respect for the feel-
ings and rights of
others.

10. 10, Students will have
-respect for the proper-
ty of others.

U.

12. Students will shOW'
an awareness of the
worth and dignity of
every individual.

13. Students will
show an appreciation
for other cultures.

14.

15.

16.

11. Students will have
an appreciation of
work. '

12..

13.

14. Students will show
a respect for indivi-
dual and group
differences.'

15. Students will

exhibit active democra-
-tic- participation.

16. Students will
exhibit self-respect
and self-discipline.

9. Students wil
exhibit social sen
tivity and respect f
the rights of others.°

10.

11

12. Students will show
An awareness of the
worth and dignity of
every individual.

13. Students will show
an appr4ciation for
other cultures.

14.

15. Students will be
concerned about
involvement. -

16.

9. Students will have
regard for the feelings
of other's. '

10. -

11. Students will exhibit
a--respect for work and
general-career awareness.

T2. Students will-ihow_an
awareness of the digniti---
of humans and all other
living things.

13. Students will appre-
ciate and ,relate th other
cultures.

14. Students will show a
respect for individual
and group differences.

15. Studen4 will be
concerned and involved.*

16. Students will develop
a positiv self- identity,

a self-actualization and,
be productive.

ti
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4
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Topic 1955 1960 1965 1970' '1975

17. Personal Satisfaction

18. Respect for Democratic
.Process

.

-

. .

19. Appreciation of Natural
Resources,

.

20. Awareness of, Beliefs

,

-
.

-
21. Acceptance of Change

. 1

22. Preference for RatIonality

(

i

23. Appreciation of Leisure

,

.

. .
.

NA 0 3 \
,x

17.

,.

18.
..

$-.-

19,

20.-

.

21.

22.

-

23.

.,

.

.

.

,

-

.

17.

18.

19.*

20.

21.

2.

'

.

-

.

0

,

.

.

.

.

.

.

'

,

.

17. Students will de-
rive satisfaction from
personal achievement
and group acceptance.

18. Students will show
respect for-the process
of democeaticdecision-
mbkinq and for the
differences of opidion
of others.

.

19.

20.

,

"
,

,

21.

. .

22. ,

.

,

P.

.

,

.
o

.

17.

.

18. Students will
appreciate the deci-
sion-making ,process
and show respect for
the opinions of
others. .

39. Students will
appreciate and be
responsible for our
natural resources.

201 Students will be .

aware of and appreciate
the bases of their
ideas, beliefs, and
attitudes.

21. Students will be
able to accept change.

22.

,

.
.-

23.

.

4

-

17.
. .

.

.

.

18. Students will show-
respect for the opinions
and values of others.

,

.

,.

19.

20. Students will recog.:

nize the origins of their
beliefs.

,
.

.

.

21. Students will accept
change and work for it in
a constructive manner.'

.

22. Students will want tb
learn and to think ,

rationally. ,

..

23. Students will appre-
ciate-leisure time and be
aware of ways to use it
wisely.

.

.

. 4 n 4
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Topic 1955

.

1960 1965
.

*1970 1.975

24. Belief-Behavior
Relationships

.

.

25. Value Clarification

D
.

a

,'

24.

25:

.

.

' \

. ..

,

,

24.

.

25.

t

'24.

25.

,

.

'

..

s

.

24.

25.

.

.

24. Students'will recog-
nize_the_relationships f

between their beliefs ----.'-A

and their behaviors,-
.

25: Students will be
able to clarify their

value systemAn relation-
ship to thevalue system
in,which they live.

s.

.4

'

d

Sources Used for Attitude Objectives Chart

Contact, 1975; Curriculum Guide Grades 4-7, 1968; Curriculum Guide to Social Studies Grades 4-6, 1969; East-Syracuse-

Minoa Schools Environmentaleducation Materials, 1973; K-12 Social Studies Curriculum Guide, 1968; The Program of

Social Stuees Instruction Grades K-12, 1969; The Social Studies Curriculum in the Secondary Schools of Virginia, 1976;

'Social Studies Education Framework for California Public Schools, 1975; Social Studies, 1-96.1; Social Studies Guide,

1970; Social Studies, K-12, Program of Studie., 1974; Social Studies in Oregon Schools, 1955; Social Studies Program ,

for Idaho Public Schools, K-12, 1974; Social Studies in the Senior Higti School, 1965S'ocial Studies for Young

Adolescents, 1967; A Study of Recent Changes in the Social Studies Program of the PublicSchools, 1964.
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,Topic

Interpretation

. Problem Solving

. Erfticp Thinking

Judgment )

Evaluation' of Information

5

. Library Skills

. Leadershipand Follower-
ship

407

a-

' 1955

3

Table A -3

a

Social Studies Skill Objectives: 1955-1975

1960

A

1965 1970

e

0

0

i
...

1975

,
!

,

.

t.J

1. Students will be
able to interpret
data.

2. Students will be
able to identify and
determine means of
solving problems.

3. StUdents will be
able to think 'criti-
cally.

CStudents will hive
the ability to make
critical judgments:

tudents will be
able to evaluate in-
formatiobi to dis,
tinguish between
fact and opinion.

6. Students will
exhibit thebility
to locate information
in the library and the
community.

7. Students will

demonstrate the abili-
ty to be both leaders
and followers.

1.

2. Students will
develop the ability .

to solve problems.

3.

4.

5.

6. Students will be
able to use and evalu-
ate reference material
of different kinds.

7.

1.

2. Students'will have
the ability to use the
scientificmethod.to
solve problems.

3. Students wild be
able to think criti-
cally. .

.

4. Students will have
the ability to make
critical judgments.

5. Students will be
able to evaluate infor-
mation and to make
generalizations from
facts. ik

6. Stddents will

demonstrate the abili-
ty to properly use the
'library. ti

1.

2. Students will be
able to solve
problems.

3. Students will be
able to think criti-
cally.

4.

5.

6.

7. Students will

demonstrate the abili-
ty to be both leaders
and followers.

- ,

2;,Students will be able '

to, solve problemst..-

,F

3. Students will be able
to think critically. .

4. Students will be able
to make valid judgments.

5.

6.

"

S.
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Topif..
- .- 1955

. ,

1960 1- 1965
,

1970 1975

8. Citizenship Skills

`' ..4

9. Economic Skills
: 4 .

, .

10. Data Gathering and

'Analysis
.

.

11. Inquiry Skills

u

*°
'

. ,

."' , '

.., 12. Work-Stpdy Skills
f:- .

,

13. Development of Pdtential
. ..

,
.

.

,

. -

-14. Communication .

- .

. .

15. Determination of Cause
and'Effect ,

.

i4

8. .

9. ,

10. Students will
deyelop'reading and
listening skills.

c

.

11. . .

12.

.

13.

.

.

.

14. .

.

15.

0.

.

'

.

.

8. Students will
possess the skills to
be responsible citi-
zens. .

9. Students will
develop the capability
tot be economically
competent.

'

10. Studentswill
deMonstrate the abili-
ty to acquire inform-
tion through listening
andsobserving.

11. Students'will be
able to use inquiry
skill's.

12. Students will
demonstrate appropri-
ate work -study skills.

13. Studgnts will
,

strive to develOp
their notential and .

abilities so as to
benefit society.

14.

.

15.
.,

.

.

8. Students will
assume the responsi-
bilities and duties
of a citizen.

9. .Students will
'','

develop the capabilitS,

to be economically
competent.

A

10.

,

Students will

demonstrate the abili-
.ty to acquire informa-
tion through listening
and observing.

11, Students will

demonstrate the abili-
ty,to-use inquiry
skills.

.

12.

13.

,

Students will work
to their full poten-.
tial.

.

.14. Students will be

able to express their
feelings and ideas
well orally or in
writing .

15. Students will be
able to relate cause
and effect.

8. Studenti will "-
demonstrate the abili-
ty to carry out their
civic responsibilities.

9.

10. Students will
demonstrate the abili-
ty to acquire and
analyze data.

.

11. Students will
demonstrate the abili-
6, to employ inquiry
methods.

12.

'

134 Students will use
their potential to the
,fulVest.

.

14.

.

15.

8.

9.
.

10. Students will
'demonstrate the.ability
to acquire and analyze
data.

I

11. Students will possess
inquiry skills.

.

12. Students will possess
good work-study skills.

13.,

14. Students will be able
to communicate well.

15.

.

0
.

409 4

a

O

410 .



I
Topic 1955

.

. .

1960 _ 1965 1970 1975. I

16: Group and Independent

Work. -

17. Decision Making
.

-.

18. Curiosity and Creativity

. ,,

19. Appreciation of Beauty

.

20. Continuous Growty.

,

21. Perception of Consequences

,

22. Clarification of Issues

,

16.

,

17.

18.

19.

20.'

21.

.

22.

-

.

.

,

.

0

16.

17.

18.

19.

20.
.

21.

22.

,

..

,

.

.

,

,

16. Students will be
able to work well in-
dependently or in
groups.

17. Students will
demonstrate the abili-
ty to make decisions.

13. Students will
strive to be creative
and curious.

19. Students will be
able to appreciate
beauty.

.

20. (

.

21.

22.

1-

16."

17.

18. Students will
strive to be curious
and creative.

19.

.

20. Studenti will
demonstrate the poten-
tial for continuous
growth.

.

21. Students will be
able to perceive the
possible congequenCes
of their actions.

22.

.

16; Students will be
able to work well in-
groups or' independently.

17..

18. Students will strive
to be curious and crea-
tive.

19. -

20. '

.

.

21. .

li

22. Students will be able
to clarify issues.

411

Sources Used for Skill Objectives Chart

Contact, 1975;'Curriculum Guide Grades 4-7, 1968; K-12 Social Studies Curriculum Guide, 1968,he Program of Social

Studies Instruction Grades K-12, 1969; Proposed Social Sciences Education Framework for California Public Schools, 1970;

Skill Development in Social Studies, 1963; Social Studies, 1961; Social Science Guide, K-12, 1967; The Social Studies

Curriculum in the Secondary Schools of Virginia,-1976; Social Studies Education Framework for California Public Schools,

1975; Social Studies Guide, 1970; Social Studies Objectives, 1974; Social Studies in Oregon Secondary Schools, 1955;

Social Studies in the Senior High School, 1965; Social Studies for Young Adolescents, 1967; A Study of Recent Changes '

in The Social Studies Program of the Public Schools, 1964; ,Suyvey-Elective Social Studies Program for Senior High Schools,W7L

Nw'
I

412 ,

1



Table A-4-

Scopeof the Social Studies: 1955-1975

Kindergarten

fr.

.

ti

.

.

,

a

;4

.

Home EnvirOnment -
SSla

Home Environment - The School Community -
School Environment School Environment Home - Self

Learning how to live at
home and at school;
school personnel; safety
and health; transports -
tion and conservation;
members of the family and
their work and play;
special days of the year

.

Together in the class-
rood and school; how the
family meets its needs;
some needs are met by
people far away; we
'adapt to change; we ob-
serve special days to- -
gether at home and in
school; introduction to
group living; social
skills;introductorY
study to institutions

.1

The. development of fun -

damental ideas about
the institution (school);
benefits gained from
school; how the school
operates politically,
economically, socially;
schools past, present,
future, and home; who .
am I?; how am I like
other people?; how am
I,different?

rade One

...

.

School, Home, and Farm .A

- .

-

life;

Home Environment - Families - (School, Families (neighborhoods)

Cetting acquainted;
working together;
workers and helpers;
a happy home; members of
the family help one -

another; family has a
good time together;
farm and city families
help each other

.

School Environment !lame. Community)
observe; examine, inter-
pret, and discuss family
membership, 'recreation,
work, cooperation, inter-
dependence, and traditions;
a system by which families
of other cultures can be
examined; what roles do
families play?; hOw is
my familylike other
families?; how is its
different?

' 4

Good citizenship and
our American heritage;
maps; people who help,
us; seasons and holidays;
homes in other lands;
the world today; learning
about fazdly.and school

how to keep safe
and healthy; faMily work
and fun

0

People live in groups;
many workers supply
services; government
supplies service; com-
munities are inter-
dependent; changes
occur; special days;
good citizenship;
families near and far;
shopping centers;
current events .

rade Two -Neighborhood

.

'

g

- Neighborhood Studies Families and

. .

Neighborhoods - Neighborhoods -

Community /...

Social living; expbri-
ences at home, in schoolHaps
and in the neighborhood;
new experiences, both
direct and vicarious, in

,

these environments.

Neighborhoods (Communities,_ Cities) (Communities) .

The school and the
neighborhood; how our
neighborhood is fed;
clothed; housed:,

protected; how the
health of the
neighborhood is
protected; children

,

and globes; '

communication and
.

transportation; families,
..

near and-far; patriotism
(symbols and citizenship);

our city; current
appenings around the
orld; , '

.

.

Cities (ours and others
in the U. S. and the
world); communication
and transportation
make people closer;
special days and
customs; recreation;
howYe get our food;

. ,

;...'

The local community; larger
communities; community
living (behavior, rules,
responsibilities, beliefs,
goods, services) my role
within the community and
group; what function does
my neighborhood play?; how

.

0
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1955

t4

play together; how
people in the neighbor-
hood live together;
how workers in our
neighborhood make it a
good place to live;
neighborhoods as part
of cotaunity

e

.

A.

-4)

children in other
lands

'different.?
.

. .

is my neighborhood like
others?; how is it

.

-

.

Grade Three ComunitY
-. -

Community Studies Community Communities - (Cities) Communities - (Cities) .

The health and safety
of the community; people
help us learn; repre-
ational facilities;
religious opportunities;
transportation and
communication; govern-
cent in the community;
how the community Vegan

Our community; the activ-
ities of the cosnunity's
people both today and
long ago; maps; life in
widely scattered communi
ties; influence of,physi
cel. conditions on

people and their
activities

'

Maps; history and geog-
rsphy of our community;
our community, today;
patriotism; homes,
clothing and communi-
cation in our community;
understanding community
differences and growth;
concepts of time, ,

distance, and the.

Communities of our state;
city communitiemin our
state and nation; ..eiti-

zenship and reaponsi-.-

bility in the community;
selected communities of
the world (past and
present); various
economic types of
communities

.

Communities
countries;
cottunity;

all, communities;

the function
community?;
commu

-
. 4

ities

A.

in other
our local
likeness iii

what is
of the
differences in

P .

.-

Grade Your

.-.

',A.

s

Climatic and Geokraphic Beginning Readiness for World Communities -. Geographic and Cultural State His ory
Regions of the World History and Geography (History and Geography) Regions' '' World Geo raphY

Ways to cake a living;
transpottation; people
and products; communi-
cation; health and
safety; 'people.who

help us grou'in
knowledge; wholesome
leisure-time activ-
ities--all pertain

to'various regions of,
the world

A

Regions of the World.
Learning to think.geo-
graphically; geographic,
economic alld climatic

regions of the world
(forest, desert, farm-
,ing, fishing, manu-
facturing, trading);
our state; government
in other lands; the
way people live-and
adapt to,their environ-
rent in various parts
of the_,Vorld

.

Learning to think
geographically; cli-
matic and physical
regions of the world;
people of the world;
our state; climatic
regions (hot-wet; hot-
dry), physical regions

(highland; lowland)

A
.

.

analysis of one state so
that you can analyze any pf
them; problems of our state;
solutions for our state;
what function does my state
play ?; how is my state like

t
other states?; how is it
different?; how are geo-
graphic regions around the
Oorld alike?; how are they
different?,--

'

Ways of'living in
contrasting geographical
regions of the world;
the study of our own
state . .

,

-

.
A

'

"

.

415
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Grade Five

i

United States History United States History

....._

United States History

_____

UnitedStites History

..._

tnited States,History
and Geography '

The story of our country
yesterday and today;
emphasis on geographic

regions of the U. S.;
historical emphasis
on early'periods of
exploration, discovery
and settlement

.

.

r

Early explorations;
colonial living; how our
community grew; map-
skills--physical geo-
graphy; industrialize-
tion of U. S.; war
between the states;
our nation reran/ties;
U. S. and world today;
regions of U. S.

.

.

Early exploration;
.

colonial living; west-
ward movement; war
between the states.and
reconstruction; U. S.
as a world leader;
regions of U. e.

'.

.

.

.

Environment.andlocations
within the U.-S.; knowl-
edge and life-styles with-
in the U. S.; democracy
within the U. S.; careers
in U. S.; economics; 11. S.

involvement in world
affairs; values of the .

American people; effective
citizenship; regions in
U. S.; historical tradi-
tions

.

.

Why.early people came
to America ?; how did
pioneers get neces-
sities?; how did natural
resources influence
their lives?; people
and events related to
significant changes
-(social, economic,
hisloricai, political);
hoWdid Hawaii and
Alaska become important
to U. S.?; what Are some
of the needs of our '

country today?
,

Grade Six

/

The Western Hemisphere
.:-.

The WesternsHemisphere America's Neighbors - The Western Hemisphere World Cultures

Exploration in.neighbor-The
ing countries; natural
resources; peoplesand
contributions; problems
of our_neighborse
soluti8ns; participa-
tion.in world affairs

..A
.

. .

study of our American
neighbors--Latin America .
and Canada with their
geographic, cultural,
economic and political
backgrounds.

0
.

.

.

The Western, Hemisphere '
,, t

Latin America geography;
exploration and Bevel=
opment; modern Latin
America; problems;
interdependency of the
Western Hemisphere;
relationship to the
environment

4

,

Family life, beliefs,
.

values, economic and
political 'systems,

environment from pre-
historic times to present %
day of a variety of
cultures; introduction of
anthropological concepts;
comparative cultures; some
emphasis still on Western
Hemisphere

Canada and Latin America-
geographic facts about
the parts'of each area;
history. of settlement;
uses of resources; -

grpwth oUsociety to
present status

.
.

'.

.

.
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a

1960

O

P

1965

io

1970

a

11

1975

Grade Seven

'

.

'The Eas g ern Hemisphere

_

The World . The EastenkMemisphere - World Cultures World Cultures - (Eastern

Early "man; European .

nations' problem;
etergiag,ssiii; Africa;
Australia and the
East Indies in world
affairs;. U. S. shows

how free people can
govern themselves '''

'

,

'

1

Historical and geograph-
,ical emphasis; the '`

beginning of civilize-
tion 511rough modern

times- tithe Far East;

India; Russia and
the satellite countrie ;;
Germany and Middle
Europe; interdependence;
adaptations to environ-
ment;, work and resources;
social organizations .

.7

.

State History
Selected nations of the
world are studied;
cultural approach

t

,

. r

'

. .

Hemisphere) - State

History and geography
of the Mediterranean
area and the Middle
East; the far East;
Af;ica culture studies;
some correlation with
ritersture; stale .

exploration and,settle-
rent; colonial period
in state; eterging;
early industry;e6onomics'
of state; cities of
state; state government-
local government civics

History
'

.

Geography; culture; rela-
tions with other nations;
independence movements;
economic problems; poverty;
gaps between rich and poor;
struggle' tr stabilized
governments

. . ,

Grade Eight

.

-- -7- ---
.

The United Stites = United Starss History - United States History United States History United States History

State History State/History
Chronological study--
study of U. S. Consti-
tution; exploration;. ,

colonization; indepen-
dence; national-repub-
lican period; age of
Jackson; division and
reunion; economic
expansion; U. S. as
world power; globes,
projections, atlases--
emphasis on government
resources

Chronological approach;
Exploration; colonize-
tion; new nation; early
years of republic; west-
ern influence and
manifestdestiny; the
great crises; America
enters the machine age;
the U. S. becomes a
world power; the U. S.
faces the world of
tomorrow i

Chronologicalsapproach;
exploration; colonization;
formation of government;
documents in U. S. history;
westward movement; ward
in America's history;
economic changes; U. S.-
inVolvement in world affairs

.

.

! . ,

Colonists and pioneers;
westward mitvemeni; *.

agriculture to ,

itdpstry; rural to
-

urban; U. S. responsit,

bility as a world
.

poet emphasis on .

history, geography, -
government--tie state
in

.

Our American story with
major emphasis on the
middle period,of American
history developing the
expanding concept of
,.American democracy with
the growth of our couptr
how Americans have en-
Ached their lives

.

.

t
.

.

X419

.

.

,
'

.

.

*

' .

I

-

n

4

_ _.

.

r

1
.. 4 A

...!... -
t

.

.

.

.
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S

ft

Grade Nine
.

4

World Geography and %Civics t
- -,

Civics - World . Civics - Non Western World Cultures -

Historical Backgrounds .
Governnent (lei-al s'ate, . - .

and Aational)

,

,

.

-

Geography - World Culture. Studies State His

Early civilizations;
earth, universe, ,

atmosphere, land, water,
other resources; trade;
traasportaloe, cormuni-
cation; Lands (British
Isles, Fiance, Germany,'
Russia, India, China,
Japan, North America,
South America)

Social, political and
economic ,oitizensh114
city and, county govern-

cent; geography and
food, clothing, re-
sources; studies of
specific areas; current
events; career
education

.

----..
.

--.
---

national,' state, and ,

local governmental. .
structure; governmental
procedurei; democratic
processes; respect and
loyalty; interest in'
civic affairs;,responsi-
bility; compare and
analyze.governments

-

V
.

Cultural studies of the.
non - western world; rola-
tionship of environment
and culture; cultural '

change; religions;
evolutions of arts;
cultural diffusion

.,

,

B

.

1,

-----11--
---

Grade Ten

s
,,

World1History_and World History . World History World History World History

Geographic Settings Emphasis on the develop-
ing stream of history
from the past to the
present with emphasis
on the development of
western civilization

.

Early civilizations;
middle ages; democracy
(developnent'and
influence); imperialism;
conflicting Ideologies;
revolutions; cold war;
inter relationships
among nations r

,,. .:

.

.

in

Prehistoric and ancient
.times; Feudalism and
the church in- middle
ages; Renaissance and
reformation; emergence
of nationalism; revol-
utions; world conflicts;
the nonwestern world

.. .

:..."---

q 5

o
Ancient world; middle
ages; Renaissance; refor-
oration; revolution; --'

intellectual, political,
and economic changes;
the world today (problems,
cooperation); cultures

'

.

Interaction of man'and
earth; civilization-
relative and changing;
citizenship begins in
early Greece and Rome;
religion as a force in
history; the Renaissance
nationa iso-defiAitions,
causes, and results;
denocra -past and
present; science and
industry change the
world; our world today

r

'

,

.

. V

.

1.21 .

.

,

.I ,

t
s

1

.

.
\

1

.
V

.

-

'

,

.

.7-

o

-r. ,

"

.

'

.

4'. 4



0

0 1955 . 1960

O

1965 . 1970

O

1975

Giade. Eleven

. '

-

"
,

.

'American History,and
.

American History . American History AmericanHiatory - American History -
.

/

,

'

themes
.

Government
Designed to build on 'and
deepen the backgrounds
developedin elementary
and junior high, analysis
of,problenm and concepts
toerdifficult'en those
levels; emphasis on U. S.
world setting and role of
leadership c

4, .

The growth and develop-
meat of early America;
U. S.meets'its problems
as ..a growing nation;

changing America; three ,comparison
decades of deCision 1914-
1945; U. S. since ;bad
Wdr II--evaluation of
yorld leadership

American Studies American Studies

Foundations of the
republic; expansion
fLthesliationvindusr,
trial, economic, and- "
social progreds in
the U. S.; D: S. and ,

other nations;
governeent (local,
state, national) ,,.. ,

EAZI:11 rarirenr*
interests and concerns;

of U. S.'s and
Soviet Union's
governments;pluralism;
social and cultural -

developmen:. of natlon'

Topical studies of
American people,
government and politics,
economic, culture
(civilization), foTeign
Policy; chronological
studies emphasizing

Grade Twelve

.

-

.

.

423
4

American ProblemsC Problems of .Demooracy Problems of Democracy Problems of Democracy
.

,

.

-

'Z..,\.

.

1 ,--.
/

42

,

Being a well-balanced
person; problems df
family living; critical
thinking and jublic

.
opinion; consumer
problems; government
in a democracy; labor-
canagelent relations; .

delinquency and crime;
international relations;
economic and socill -.,'4'

enterprising; nature/.
resvrces; social and
economic implications'
of scientific advance-
meat; intercultural
relations; American
public eddcation

.

.

r,

.
4

.
.

Builds on all social
studies in preceding
years; political,
economic, and social
problems considered
constructively

.

.

..

n

.'

Comparative governments;
U. N.; economic issues;
foreign affairs; inter-
cultural relations; tradg
personal problems;
juvenile delinquency;
conservation; education. .

/

I

/

/
/

/
, i

I

f

.

1
!

.
. eP..t

t r

The/ nature of American
deMocracy and the role -
of the individual; urban
America-megalopolis;
youth; narcotics and
drug abuse; ecological
crisis; crime and the
law; social dissent and
the la4

.

..

4 .

.

.

t

.

-----,

.

.....



1955 1960 1965 1970 1975

Grade '

Twelve
(COfl t)

'
.

425

e

,

-

0

Sociology Sociology Sociology.

Study of humans; social
structure; social
forces; social be-
havior; social data;
basic problems with-
in.our society

.

Sociology

Concerned with man as a
member of social groups,
and his behavior as'a '
member of these gro'ps;
basic-sociological
concepts such as culture,
conflicting values and
beliefs and social
institutions-

Concepts of discipline;
models and significant
sociological studies;
intergroup relations;
family, marriage, and
divorce

. 1 .

*

Ways in which human soci-
eties have evolved; effects
that belonging to parti-
cular groups have on an
individual's behavior;
implications of cultural
diversity; social groups
as.link between society
and individual; social-
class systems; social
mobility; effects of
population; crime and
violence on indiividual
and society

.

.

.

.

.

,

.

'

Government Government Government

National government--
structure and functions;
foreign policy and
defenie; state and
local, government --

structure and functions;
public opinion, pressure
groups, and politics;
taxation; privileges
and responsibilities of
citizenship; philosophy
jak government

A

Obligations of
government and
citizens; comparative .
governments; evolution
of'U. S. system of
government; study the
U. S. Constitution

Who shall be the rulers or
representatives of the
people?; taxation; services
of government; inforcal
and formal institutions of
government; political
behavior; foreign policy
and national security;
political parties; the media
and interest groups

s .

°

42_
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1955 1960 1965 1970 7

Grade
Twelve
(COn't)

.

427

.

,

.

4

Psychology Psychology Psychology

personal adjustment;

limitations and uses
of psychology; family ,

relationships; boy- /.

girl relationships; '

values and limitations
of emotional experiences;
personality and character
formation; preparation
for future (single-
married`roles); facts
and methods of discipline;
understand self

,

Behavior; differ-
eptiate bettzecn

science and pseudo.-
science; field of
psychology; careers
in psychology;
psychological tech-
piques

A

,

Stress on mental health;
perception; motivation;
cognition; and psycho-
metrics; social and
clinical psychology

.

o

Economics Economics Economics Economics

Basic principles of
free enterprise system
related to.our political
philosophy; contrasting
economic systems

,

r

,

.

Consumption; production;
capital; demand and
supply; money, credit
and banking; distribution
of personal income; the
government and the .

economy; international
trade and tariffs;
economic responsibilities

.

.

.

.

Consumer education; free
enterprise system; money
and banking; business
organization; investment;
demand and supply; role
of consumer; inter-
national trade; ideal
economic models

Production; resources;
quantity; role of economic
growth; consumer education;
distribution; free enter-
prise; economic systems;'
economic issues and
problems; management of
personal economic affairs;
economics and the environ-
ment;"market mechanisms;
money and banking

.

. .4,2

I



4

1970 1975

Grade
Twelve
(con't)-

.

.

_

-..-

,

Anthropology .Anthropology

Concept of culture;
anthropological terms;
evolution of life;
archaeology; family;
kinship and marriage;,
cooperation and conflicE
among"societies; 're-
ligion and magic, arts,
theories of culture
and society

.

Basic Concepts; various.
fields; physical and
cultural anthropology;
application of
anthropology to solving
problems; observation
and'collection of rata;
ways in which cultures
are passed on and changed;

. .

$

,

.

.

0

Geography
...

.

Spatial arrangements aqr
.

associations; interpre-,
tation and evaluation of
physical features of
Earth; interrelationships
between people and
habitat; cultural land-
scope; environment;
distributional patterns;
Earth as the world of humans

Source's Used in Scope Chart

tmericaa History (American Studies), 1971; The American Way, 1976; Black Studies, 1970; Career Education, 1974; Citizenship, 1974; Citizenship

and the Social studies 1975-1976, 1976; Consumer Education in the Secondary CurriCullim, 1972; Economic Concepts, 1974; Economic Education in

California Public Schools, 1975; Environmental-Ecological Education, 1971; Framework for the Social Studies in Wyoming, Grades K-12, 1969;

Fundamentals of the Free Enterprise System, "l9;5; Introduction to Economics, 1971; Introduction to Psychology, 1971; Introduction to Sociology,

1973;'Minorities in American Society, 1971; National Assessement of Educational Progress, 1969; Problems of Hemocracy for Secondary SChools,

Learning Materials and ActiOties, 1971; Profile of the Current Secondary Social Studies Curriculum in North Central Association Schools, 1963;

Prorran Improvement for Social Studies Education in Wisconsin, ? (recently 1975-1977); Psycliology and Sociology, 1967; A Resource Project in

Social Studies, 1967; Social Science Guide K-12, 1967; Social Studies, 1961; Social Studies, 1971; Social Studies Education Framework for

Califc/nJA Public Schools, 1975; Social Studies Guide, 1970; Social Studies in Oregon Secondary Schools, 1955; Social Studies in Sdcomidoy.)

Schools, 1964; Social Studies in the Senior High School, 1965; social Studies for Young Adolescents, 1967; Teaching Aboui Communism, 1964;

429 430
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Table A-5

'Content Analyses of Social Studies Texts

Down the lefthand-side of the table are enumerated the various aspects

= of materials that have been analyzed. In the second column are listed the

studies analyzing each particular aspect listed. The studies are listed by

name of author. Underneath the author's name in parentheses is indicated

what sort of format the study appeared in (e.g.,,monogr4ph, journal article,

dissertation). Then, to the right, of the, author's name are provided four

key pieces of information about the particular study the date of its

publication (or appearance, if unpublished); the-type- df texts analyzed in

the study (e.g.,'general social studies, American,historY, psychology); the

number of texts analyzed; and the grade-levels) of the texts analyzed.

These four pieces of information. appear in one of four columns, depending

on the period in which the analysis was Alone (1955-59,k1960-64, 1965-69, or

1970-75+). It is hoped that this four- period arrangement will help readers

see more clearly any changes in analytic activity that may have occurred over

time.
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Table A-5

* Content Analyses of Social Studies Texts

(AM:deviation's are spelled out and,syrbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

1965-69

Type of Texts No. Grade Date

1970- 5+

Type of TextsN

'

No. Grade'

1. Treatment of
Social Science
Concepts and/or
Methods

a. General

"

.

.

Dimitroff
(Diss.)

58 Soc. St. 30 4-6

'

eeNeit
.

Dinitroff
0. art.)

61 Soc. St. 30 4-6
.

Chew
(Diss.)

66 Soc. St. 19

Ratcliffe
(Diss.)

66 Am. Hist. 6 11

_._.

...

Israel
iDiss.)

70 Soc. St. 7 ,4-6

Palmer
(Chap.)

67 Am. Hist. 5 10-12

Brufke
(Diss.)

,
.72 Am. Hist. 10-12

b. Anthro-
pology

Awkard
(Diss.)

64 Soc. St. 30 5-6

Dynneson
(Diss.)

.

72 Anthro. 6 10-12

Dynneson
(Paper)

75 Soc. St. 21 K -12

Dynneson
(Book)

75 Soc. St. 21 K-12

Sally

(Pacer)

63? World hit 13 10-12

432 AOn
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o' ...Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

s

".

., al

Aspect Analyzed Agthor Date

1955-59

TV,pe of Texts No.
,
Grade Date

1960-64

Type of Texts

.

No. .Grade Date

1965-69

Type of Texts No. Grade Date

f

1970-75+

Type of Textst No. 'Grade
c.

34

Economics

...

.

,

. ,

%

`'

Textbook
CTTEE..:
AEA

. art.)C.

b

.

63 Econ., Soc.
Problems,
Am. Hist.

24 10-12
,

,

-

Tarter
'(_iss.) L

, 69 Am. Hist. 8 10-12
.

1L

. .

Townsh
2ellner
(j. art.)

,

4

.

70 Econ. .12 10-12

J;'aner

(Diss.)
73 Econ.

.

8 10-12

Davison
et al.
(Mono.)

75 Soc. St.

.

5*

Series
1-6

Rader i
Metcalf

(cha..)

. .

.

.

. . 67 Econ. 10-12

Alexander
( . hri.

,

----69'
_

Am. Hist.
. iv

Tullock &
Johnson
('. art.) _

. 66-
,/
Econ.

.

10-12

Cavison
et al.

(mon)

73 Soc. St. see
/

1-6

Watson
et al.

(monoq.)

,

73 Soc. St.

1

'39 :7-9.

Weidenaa.
et .al.

(mon...

73 Govt:, ,POD,

Geog., soc,,
anthro.

27 10-2
.

billeiil

(monog)

Davis
(char.)

.

.
i 73 US hist.,

world hist.
19 11-2

f

% s

.

77 Econ., 18 1-124

0



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key' at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

.1950769

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

d. Geography

, .

7

0

Haslem
(j. art.)

55 Soc. St. 4 6

-_

Cadugan
(Diss.)

58 Econ., Geog. 34 10-12
,6

Langhans
(Diss.)

61 W. Hist., Am.
Hist.4, Geog.

43 7-12

EenSOian
Diss.)

a _ 61 Geog., Soc. St8
eerie

5-6 .

Greco

(Chap.)

.
..

67 Geog. 9 10-12
.

e.' Political
Science

,

.
,

.

.

'

-

Stith
1Diss.)

66 Govt., Civics,
P.O.D.

33 10-12

,I fi

Crosby
(Bock) .

71 NSS
ir 9 7 -12

Turner
(Book

.

71 NSS 49 K-12

Gillespie
(j. art.)

,, .
. 75 Govt. 5 le-l2

Goldstein
(t A Thesi )

? Soc. St. 30 1-6

Co on
Pre-Colle-

giate...

(j. art.)

..

.

71 Soc. St. ? 1-12

rAlex4nder
.

.

.436.
(j. art.)

69 Am. HiSt. ? ?

. .

.

7

.

,

.. .,
.

Aql

CA)
01



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and syrbols explained in Key at end.

Aspect Analyzed Author bate

1955.-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade

Massialas
(Chap.)

Smith &
Patrick
(Chap.)

Date

67

1965-69

Type of Texts I No.

Am. Govt.

Grade

1970-75+

Date Type of Texts No. Grade

9-12

67 Civics 12 7-9

E Psycholr. rAwkard
ogy (piss.)

64 Soc. St. 30 5-6

Girault
(Chao.)

67 Psych. 10-12

PsycholeTj,

Teacher's...
(monog.)

. Soci- i'Awkard

ology (Cirs.)

64 Soc. St. 30 5-6

73 Psych. 51 10-12

Girault
(Chap.)

Hering
(Paper)

67 S 10 -12

438

66 Soc. 10-12

439



Content Analyses of'Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

spect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

1965-69

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

2. Treatmint o
Specific
Concepts or
Themes

a. Violence Ellenwoo
(Diss.)

a

. .

o

70 Am. Hist. 5 10-1

b. Urbanism Sublett
(Diss.)

72 Am. Hist. 11

c. Social
Conflicts

'

Fox
(Diss.)

72 Soc. St. 58 3,5,9

Fox L
Hess
(Mono .)

.
72 Soc. St. ? 3,5,9

d. Social Palmer 60 Hist. ? 10-12

Change

1

(Diss.)

Palmer
(j. art.

61 Hist. ? ?

1 ,

e. Religion

440

Howley
(Digs.)

59 Am. Hist. ? '7-8 4

4

Harris
(Book)

63 Soc. St. , 1-6

McMillan
(Dies.)

-

.. .

.

.

70 Soc. St. ? 10-12



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

lype of Texts No. Grade Date

1965-69

Type of Texts No. Grade

\ -.'`

Date

1970-75+

Type of Texts No.

.

Grade

f. Foreign
Affairs

Gilbert
(Diss.)

55 Am. Hist. 7-8
.

....

g. US -Japan

Relations
Taclashiro

(Diss.)

. 72 Am. Hist'. 10-12

.
.

h. Values 4
Affect

Lemmond
(Diss.)

64 Soc. St. 9

Shive
(Diss.)

69 NSS 3 9-12

Martorelle
(Paper)

73 Soc. St. 4 P-3

Superka
et al,.

(Hook)

76 Soc. St. 84 K-12

Shaver
(j. art.)

, 65 Am. Govt., Am. 93
Probs., Civics,

7-12 '

Chesler
(Chap.)

67 P.O.D. .2 10-12

i. Famous
People

4 4Aw
1,)

Zimmerman
(Diss.)

67 Soc. St. .18 1-6

Pagers 4
Zimmermar
(j. art.)

' 69 Soc. St. ? 1-6

443
.

---
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t
Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

to

.

....":"-----

IA

q

spect Analyzed Author Date

X955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No.

,

Grade Date

1965-69

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

j. Govt.
. Involvemen

in the
Economy -

Yielding
(Diss.)

' 67 Am. HIst. 10-12

.

k. Quantita-
tive
Content

t

..

Wilson°
(Diss.)

58 Soc. St. 6
Arith.

2 1-6
.

JarolTmek
6 Foster

(j. art.)

59 Soc. St.

Jensen
(Diss.)

6 69 Soc. St.
"

4, 6

.

. Ecology Arrington
(Diss.)

. P 72 Soc. St. 30 3-6

.,

m. Occupa-
tional
Concepts
G Infor-
oration

.

Fitzgeral0
(Diss.)

69 Soc. St. 2 1-6

Horner
(Diss.)

75 Soc. St. 28 1-6

i
,

n. Cultura4
'Relativit

Berlin
(Diss.)

72 Soc. St.

444 ,

.

445
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Content Analyses: of social Studies Texts

,(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts N Grade

1965-69

Date Type of Texts N Grade Date

r570-75+

Type of Texts No. Grade

o. Communism Eerran
(piss.)

75 W. Hist. 42 7-12 ,

Root 58 Am. Hist.
(Book)

11 10-12

op. Labor
Movement

Sloan
(Monog.)

74 Am. Hist. & 27 10-12
Govt.

... Global

Dimen-

sions

Spurgin &
Smith
(Memo.)

73 NSS 14 K-12

r. National Billing-
Bias . ton et al.

(Book)

66 'Am. Hist.

4

s. Image of Alilunas
public ljl_art.)
Schools

63 Rom. Cath.
Am. Hist.-

O

t. Supremacy, Epatein 56
of Lau IDiss.)

Soc. St., 36 10-12

u.' Social Myers 56
Security (j. art.)

Civics 10-12 447
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Content Analyses of Social Studies Texts

(Abbreviations are spellcd.out and symbols explained in Key at end.)

Aspect Analyzed Author

1955-59 I 1960-64

Date Type of Texts No. Grade Date Type of Texts No. Grade

1965-69

Date Type of Texts No. Grade

1970-75+

Date Type of Texts No. Grade

3. Treatment of
Historical
Content and
Methods

a. General

4'

4'

Durham
(Diss.)-

71 sAm. Hist. 42 10-12

Cremer.
(Disc.)

o3 W. Hist. 10-12

Cox
(Chap.)

67 Am. Hist. 7-9

Hines
(Chap.)

67 W. Hist. 24 10-12

Noah,
Prince,
'Riggs

'(j. art.)

Alexander
(j. art:)

62 Am. Hist. 11

. 69 Am. Hist.

Alexander
(j. art.)

.

60 Am. Hist.

b. Recon-

struction

Krug
(j. art.)

61 Am. His.t.

c. Slavery McRherson
(j. art.)

4 61

44-8 49



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

19G0 -64
1

Typo of Texts No. Grade Date

1965-69

Type of Texts
\

No. Grade Date

1970-75+

Type of Texts No. Grade

d. Populism

3

Peiser
(3. art.)

73 Am. Hist. 9 10-12

k

4'.! Epistemol-

ogy and
Learning
Theory

a. Cogni-
,tive

Levels

#

e

.

-

Wadleigh
(-^.iss.) ,

69 Am. Hist. 58 5,8,11

Chew 66 Soc. St.. 19

b. Concept
Develop-
cent

.

Manclakes
(). art.)

58 Soc. St. 1-6
.

c. Use Of
"Inquiry"

Approach

Baringer
(Liss.)

69 Am. Hist. ? 10-12
-.

Cousins
(Chap.)

a 67 State Hist. 15 7-9

and history 41;54s,- .----

Many of the studies listen under 01 (Soc.
might be relevant,t&b, c, and d below.

4 ao

Sci.) and_03 (Hist.) deal with modes of inquiry and concepts used in the social sciences

,s

_



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

3965-69

Type of 7exts No. Grade Date

1970-75+

Type of Texts
1

No. Grade

d. Types of
Explana-
tion Used

Urick
(Diss.)

65 Am, Hist. 10 10-12

e. Presence
of Struc-
tures of
Knowledge

Thompson
(Diss.)

70 Am. Hist.

f. Reflec- ii

tive

Thinking

Shaver
(iz art.)

65 Am. Govt., Am.
Probs., Civicf.

43 7+12

5. Treatment o: Dorow
Unspecified (Diss.)

66 Soc. St.

or GeLeral
Durh

Social
(Diss.)

Studies
Content Joyce

(Chap.)

71 Am. Hist. 42 10-12

67 Soc. St. 1-3

Rader
(Chap.)

67 Soc. St. 4-6

Treatment
of Minori-
ties

a. General Marcus
(Book)

Michigan.

(Rep' :)

61 7-12

63



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1355-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. *Grade Date

1965-69

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

I . tic A

Siotkin
(i. art.)

64 ? ? ?

Golden
(Dims.)

64 Soc. St. 1-3
4

House of

Reps...
(Heari g
Record;

66

%

Golden
(-. art.)

66 Soc. St. ? 1-3

Roberts
(4. art.)

67 ? 1-6

Nichigan. .
68 Am. Hist. ?

Kane
(Bock)

.,

70 Am. Hist., W.
Hist., Govt/
Civics

45 Iiiedr
10-12

: :itcheil

(1. Thesis) 71 Soc. St. 19

Joyce
art.) 73 Soc. St. 8 1-3_(;.

Tresize
(Rept.)

74 Soc. St.
.

11 Late

°Elem
-12

Slmrs
(). art.)

75 'Am. Hist. 5-8

Zimmerman
art.) 75 Soc. St. 4-6_D.

I s



Content Analyses of Social Studies Texts

breviations are spelled out and symbols explained in Key at end.)
1 a r .'<.,"

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade

r
Date

1 P60-64....

Type of Te s No. Grade Date

1965-69

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

b. Blacks

.

o

Stampp
et al.
14 art.)

64 Am. Hist. ? ?

,

-._.

Miller
(,. art.)

65 Hist. ?

Slcan
(Book)

67 Am. Hist. ?
.

Harris
(0. art.)

69 Soc. St. ? 1-6

Banks
Miss.)

69 AM. Hist. 36 4-8

McLaurin
(j. art.)

71 State Hist.

Turetsky
(;. arts)

74 Basal Readers
& Soc. St.

126 1-3

Price a
St,encer
(1, art)

, - ,

.

.

7Q Soc. St. . 1-6

c., Sexism

,

Tracker
(7. art.;

71 Am. Hist. 13

Scardia
(Monog.)

.

72 Soc. St.,

Lang., Rdng.,
Sci., & Math

36 X-5

.

.

McLeod &
Silvermar

(Pcnog.)

........_ 73 Am: Govt. 8 10-1:

WDonner
(i. art.

__

73---giiii7St.- -------

'Aeitzman

& Rizzo

(j. art.

75 Soc. St.,

Sci.) Rdng.,
Arith., Spnll

1-6

457.

456



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

,:,

1960-64

Type of Texts No. Grade Date

1965-69

Type of Texts No. Grade Date

1970-75+

Type of Texts No. Grade

d. Mexican-
Americans

Sandoval
(Diss.)

.

72 Soc. St. 30
.

5

5
.

e. American.

Indians

i

Vogel
(4. art.)

68 Am. Hist. ? ?
,

f. Asian-
Americans

Lee
(Diss.)

72 Soc. St. ? ?

Yee
(t. art.)

1

,

73 Soc. St.

s

n. 1-.T12

.

Harlow
(Diss.)

. 73 W. Hist. ? 7-12
?

Hata &
Hata
(Paper)

70 Am. Hist. 40
+

?

g. Intergroup
Relations

Mudd
(Diss.)

61 Soc. St. ?

Harris
(j. art.)

63 Soc. St. ? ?
.

h. Racial a
Cultural
Diversity

knderson
(Re.A.)

66

.

Soc. St. ? 1-6

.

,

. ,

.

.70

_____
___

. Awn
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Content Analyses of Social Studies Texts

(Abbreviations are srelled out and symbols explained in Kty at end.)

Aspect Analyzed, Author
,-.

Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

1965-69-

Type of T;u:ts No. Grade Date

19-110-75+

Type of Texts No. Grade

7. Treatment cf
Foreign
Areas

A. :texico Kranylk"
(Liss.)

65

.

.

Soc. mt. 8 5-6

_
.

b. Latin
America

Perrone
(Dept.)

65 ? 2-12

.%

Sentell
Miss.)

74 Soc. St. 1-6

.

c. China Wong '

(Diss.)

-
' ... 71 W. Hist.,

W. Geog.

4

12. 10-12

d. Japan Najbaya-
shi

(Monog.)

3

75

2.

Am: Hist. 64 10-12

,-:------'

e. India

460

Duggal
(Diss.)

69 Soc. St., W. 72 1-12

Geog., W. Hist. -----

Kennedy
(Liss.)

60 Geog. & Inte-

grated Soc. St
9

;oriel

1-9
------

Chacko
(Diss.)

-
.

.

-

70 W. Hist. 12

. ,,,.

4 R i'l

0
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Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained'in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No.

.

Grade Date

\

1965-69

Type of Texts No. Glade Date

1970 -754

Type of Texts No.

...

Grade
f. 'Asia

.

^

Hhiltghozu

(j. art.)
57 ? ? 7 .

.

76 Soc. St. 306

_I

1(712

Asia Soc.
(2cdk)

.
.

. ).

F.z'zbisis

(3. art.)
. . 61

1

Geog, Hist. 4 7-12

,
.

.

,

.

.

q. goviet,

Union

' 0

'Frost

(j art.)

N. .

.

74
_

Soc. St.
...,

? 7-12

BeAlan
(piss.) . 75 W. Hist. 17 7-12

?
.

. I
h. addle 0

East

.$

. .

.

.

. .

Grtsweld
(:.cog.-)

.

-
,

75 , Soc. St. 42 7-1
.

'?Kennedy
(Diss.)

-
-

.
1

60 Geog., & in-

tegrated Soc.
St.

9 1-9
series

-
-...

.

.

c

,

-
.. \

---

8. Types of
Objecttves

a. Affective

. .,'

.

.. i

Cummings,
(Diss.) .

.

.

,

.

.
.

(

.

-

71

.

NSS
..

30 10-14

Schisler
(Diss.).

' ,

s

1
.

71 NSS 27 7-9
t

.
I

.

. 7

.

4.C3
., 1 62

.

.

.

.

A . .

A ,

,



J

. Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbols explained in Key at end.)

Aspect Analyzed Author Date

1955-59

Type of,Texts No. Grade

b. Other. # Crercr
(Diss.)

Dorow
(amiss.)

1960-64,

Date Type of Texts

63 W. Hist.

No. 'Grade Date

1965-69

Type of Texts No. Grade Date

1970-7S+

Type of Texts No. Grade

7-12

66 Soc. St.

Illustra -.. Dusenbery
tions, Media.(Diss.)
Documents

64 Soc. St. 6

sets
4-6

Julianda
(Diss;)

69 Soc. St.
Math

32S
47

1-6

Durham
(Diss.)

71 Am. Hist. 42 10-12

'10. Readability

'
`N,

464

Zahnister 55
(Diss.)

'Econ. 7-12

Haffner 59

(Diss:)
Soc. St.,' 5-6
Hist., 6 Geog.

Sloan 59

.(Diss.)
Soc. St. 7 4-6

aerie!;

hrnsdorf

Dusenbery
(Diss.)

63 Soc. St. 1-6

64 Soc. St. 6

Sets

4-6

Lidberg
(Liss.)

65 Soc. St. 4-6

Janz
(ass.)

69

9

Soc. St.,

Eng., Sci.
40 8-10

4 65



Content Analyses of Social Studies Texts

(Abbreviations are spelled out and symbol explained in Key at end.)
0

Aspect Analyzed 'Author Date

1955-59

Type of Texts No. Grade Date

1960-64

Type of Texts No. Grade Date

1965-69.

Type of Texts No. Grade Data

1970-75+

Type of.Texts No. Grade

Bryant
(Ciss.)

.

-

71 Soc St., Sci.,
Eng., Lit.

10-12

Causey
(Diss.) -

. 71 Soc. St. &
McGuffey's
Readers

4-6

L

II. Multiple
Aspects
Analyzed,
Inlluding
Content,

Cbjec,tives,

Teaching
Strategies

Sanders &
Tench

art.)

70 NSS 26 K-12

,(j.

SSEC Lata
Book
(Book)

71-

pres.

Soc. St. 400
+

K-12

New In-
Depth...
(i. art.)

, . 72 NSS 26

,____--

K-17

Crosby
(Book)

73 Soc. St. 36 7-12

Secondary

(L'.,uk).

.
- 76 Soc. St. 31 7-12

. .

12. Unclear Dickson
(D.ss.)

--,72' NSS 11 7 .

.
J -

.

466
, 4 37
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Key

fpr Content Analyses Table

Symbols'

*Starred item is probably tali from dissertation by same author. Disserta-
tion is listed previously.

Same work;was listed pr'e'viously. (Reason for listing more than once: work
analyzed more than one aspect.)

- A

?Information not supplied in abstract, annotation, or work itself: (Sometimes
accompanied by informatim indioating,an educated guess by compiler of the
table.),

Abbreviations
Type of Text:

S.,c. St. = Social studies in general; no spacifie fields indicatedor all
fields indicatEd

Am. Hist. = American History
W. Hist. = World History
W. Geog. = World Geography
Geog. = Geography
Econ. =Economics '

Anthia. = Anthropology
Psych. = Psychology
Soc. = Sociology
Govt. =-Government
Poli. Sci. -,. Political Science
P.O.D. = Problems 9f Democracy
NSS = "New Social Studies"
,Arith.'= Arithmetic
Math. = Mathematics
Rom. Cath. = Roman:Catholic
Sci. Science
Rdng. = Reading a

Spell. = Spelling
Eng. = English'
Lit. = literature

A

Type of work (Under Author):
Diss. = Doctoral Dissertation 4
j. art. = Journal Article
Monog. = Monograph
Rept. ='Report (Csually unpublished)
MA Thesis = Master's Thesis
Chap, = Chapter in 'a, Book

Grade LeVel:

Intermed. = Intermediate grades, specific levels not given
Elem. = Elementary, specific levels not given
P. Preschool

468



STATE

Alabama

Alaska

Arizona

Arkansan

ILlifornia

IColoram

Connecticut

Oelaaare

O.C.

Florida

Georgia

Hawaii

Idaho

,53-

1965-66

'Table A:6

SOCIAL STUDIES/SOCIAL SCIENCE REQUIREMENTS
FOR ELEMENTARY TEACHING CERTIFICATE

(See pages 65-66 for explanatory notes.)

1955-56

18 hrs. scc. st.,
incl. at least 4
in each of 3:
hist, econ, pol
sci, soc, geog

.NA (not yet a
state)

0
tir

12 hrs. soc sci,
hist, incl. 3 hrs.
in geog

exawor 2 hrs in
Principles & Pro-
visions of the
Contitution of the
US

0

6 hrs. isoc. sci.,

incl. US hist.

0

O.

6-12 hrs. soc. sci.

13 1/3 hrs. soc.
st., incl. Am.
hist. & econ.

Nk(not 'state yet)

12 hrs. soc. st.,
incl. Am hist. &
govt.

18 hrs. soc
incl. at least 3
in each of 3:
hist,.econ, pol
sci, soc, geog

0

Arizona & Federal
Constitution--hrs.
not specified

12 hrs soc sci,
incl. 3 hrs in
geog and 6hrs in
Am hIst and govt

0

0-

same as 1955-56

4-6 hrs. soc. sci.

0

same as 1955-56

20 4. hrs. soc, st.

0

12 hrs. soc. sci.,

incl. Am. hist. &/
or govt.

469

1975-76

18 hrs. soc. sci.,
incl. At ?east 3
in each of
hist, econ, pol
sci, soc, anthro,
geog

0

beh sci (hrs not
specified

12 hrs soc st,
incl. 3 hrs in US
hist, 3 in US govt,
3 in geog, 3 in
econ

same as 1955-56

O.

same as 1955:56

3 hrs. soc. sci.

0

6-12 hrs. soc. sci.

0

0

12 hrs. soc. sci
incl. US hist. a/or
govt. ,



STATE /

Illinois

Indiana

Iowa

Kansas

Kentucky

Louisiana

Maine

Maryland

Massachusetts

Michigan

Minnesota

Mississippi

195E-56

-54-

16-18'hrs: soc.
sci., incl. Am.
hist'. & /or govt.

15 hrs. soc. st.
(contempohry civ.,
Europ. backgrounds,
Am. hist.)

"preparation" ih
ge6g., soc. & econ.
hist. of US,

contemp. sac. &.
econ. probs.

10 hrs. soc.

incl.. hist.'

21 hrs. s,,c. st.;
inel. 9 hrs. in
econ., hist,'&
govt, & geog.

12 hrs. soc. st.

(hist., econ., soc.
geog., pol. sci., &
survey of soc. sci),
incl. 3-6 in US

hist.; plus 3 hrs.
gen. geog. & 3 hrs.
state hist. /geog.

0

0

0

0

0

1965-66

6 hrs. soc. sci.,
incl. Am. Hist. &/
or govt.

15 hrs. soc: st.

10 hrs. soc.sci..

18 hrs. soc. sci.,
12-18 hrs "pre-

professional pre-
paration" in
foundations of
phil., psych.,

& anthro.

same as 1955-56

0

15 hrS. soc. st.,
incl. 3 hrs. geog.
& 9 hrs. hist.
(6 US)

0

0

0,
. . /

.

6 hrs. world hist., 6 hrs.. world Nob'
& 6 hrs.,.geog., Am. hist. & 6 hrS.
poi. sci., soc., geog., pol. sci.,
non:, phil., !sac., econ., phil.,
relig., and /or [relig., & /or psych.

psych.
41 i 0

6

1975-76

7 hrs. soc. sci.,
incl. Arn:' hist. &/

or goVt.

same as 1965-66

0

13 hrs. hist. &
soc. & beh. sci.

18 hrs. soc. sci.

same.as 1955-56

0

15 hrs, soc. st.,
incl. 3 hrs. geog.
& 9 hrs. hist.

0

0

0

6 hrs. world or Am.
hist. & 6 hrs.
other soc. st.
except relig.



STATE 1955-56

!Missouri

Montana

Nebraska

Nevada'

New Hampshire

New Jersey

New,Mexico

New York

-55-

5 hrs. Am. hist.,
2 .hrs. US & state
govt., 2 hrs. geog.
3 hrs. ,other soc.
st. or excess
credit

0

1965-66

same as 1955-56

0

0 0'

0 0

0 0

6 hrs soc. st. same as 1955-56

6 hrs. soc. st. 3 hrs. soc. st.

0 . 0

North Carolina 6 hrs. Am. hist.,
2-3 hrs. givt 6
hrs. geog.

North Dakota.

Ohio

Oklahoma

Oregon

Pennsylvania'

Rhode Island

South Carolina

, -

South Dakota

12 hrs. soc. & beh.
sci. & 14 hrs. soc.
st.

0 I 0

18 hrs. soc. st.,
incl. Am. hist. or
govt.

0

State hist. (hrs. State hist. (hrs.
not specified), not specified), 6
6 hrs. Am. hist. & hrs. Am. hiqt.,
govt. 2-3 hrs. geog. .

1 1/3 hrs. state "College prepard-
hist. tion" in soc. sci.

0 6 firs. soc. sci.

0 0

12 hrs. soc. st. 12 hrs. soc. st.
(at least 3 fieldi) (2 fields, no more

than 6,in each)"'

2 hrs. US govt. &/

or hit.,:2 hrs.
contemp. hist., 2
hrs. elective
soc, sci.

2 hrs. US govt., 2
hrs. Am. hist., 2
hrs. elective soc:
sci.

471

1975-76

same as 1955-56

0

0

same as 1965-66

0

0

0

18 hrs. soc. sci.,
incl. Am. hist. or
govt,

a

6 hrs. Am. hist. &
Am. govt., 2-3 hrs.
geog.

"Demonbtrated com-
petency or college
preparation" in
soc. sci,

0

'0

same as 1965-66

same as 1265-66



STATE

Tennessee

Texas", -.

Utah

Vermont -

Virginia

Washington

West Virginia

-56-

1955-56

12 hrs. soc. st.

2 hrs. Texas &

Federal Constitu-
tion or 6 hrs.
Am. govt.

10 q. hrs. soc.
sci.

0

12 hrs. soc. st.,
incl. US hist.

2 hrs. state hist.'
& govt.; 11 1/3
hrs. soc. st.

soc. sci.: 6 hrs.
development of soc.
institutions; 6 hrs
fund. soc. probs.;

3 hrs. state hist.,
geog., & govt.; 3
hrs. world geog.

'0

Soc. st. (hrs.
hot specified)

1965-66

same as 1955-56

3' hrs,. Federal &

TexasgConstitution
6 hrs. Am. hist.

Same as 1955 -56

15-hrs., soc. sci;,,
incl.'course in
US hist:

0

soc. sci.: 6 hrs.
developMent of
soc. instits.
(hist. of West.

civ:);6 hrs.
fund. Soc. probs.;
3 hrs.'world geog.;
3 hrs. unspecified

0

soc. sci. (hrs.

not specified)

.

472

1975-76

20 hrs. soc. st. I

Same as 1965-66

0

"adequate background'
in soc. st.

15 hri. soca.' sci.,

incl. Am. hist. &
basid e:on.

0

12-1- (not clear)

hrs. soc. st.

0

soc. sci. (hrs.
not specified)



-57-

. Table A-7

SOCIAL STUDIES/SOCIAL SCIENCE REQUIREMENTS
FOR SECONDARY TEACHING CERTIFICATE IN-SOCIAL STUDIES

(See pages 65-66 for explanatory notes.)

STATE

Alabama

Alaska

Arizona

, .

Arkansas'

California

c,

1955-56

Major: 24-30 hrs.
& Mitior:,18 hrs.;

18'hrs. soc. st.
(gen. ed.) incl.
at least 4 hrs.
each in 2 sdL st.:
hist., aeon., 01.
sci., soc., geog.

NA (not.yet a
state)

Maj.or: 24 hrs. &

Minor: 15,.hrs.f

12 hrs. soc. sci.,
-incl. hist. en.
ed.); 20 hrs. soc%
sci.

6 hrs. soc. st.
(gen. ed.); Major:
36 hrs.; Minor: 20#
hrs. (allowable
areas: US hist.
alone or 3 fields
from geog., pol.
sci., econ., soc.,
anthro.)

Colorado Major hrs. not
specified.'

.

1965-66 -

Same as 14b5-56

Major hrs. not
specified

Major: 30 hrs;
beh. sci. (hrs.
not specified);
Arizona & Fed-
eral Constitution

12 hrs. soc. sci.,
(gen. ed.); 24 hrs.
soc. st.

Major: 24 hrs.
Minor: 20 hrs.

Major hrs. not
specified.

1975-76,

Major: 24-30 hrs.
& Minior: 18 hrs.;
12hrs. soc. st.
(gen. ed.) incl. at

least 3 hrs. each
in 2 soc.

hist., econ., pol.
sci., soc., anthro.,
geog.; and 3 hrs. in
psych.

Major hrs. not
specified

Same as 1965-66'

12 hrs. soc.. st.

(gen. ed.) incl. 3
hrs. US hist. & 3
US govt; 24 hrs.
soc, It.

exam or 2'hrs. of
provisions & prin-
ciples of US Con-
stitution;.Major
hrs not specified.

Major hrs..not
specified.

O 0

4'n



STATE - 1.955:56 ,

Connecticut

,j1

Delaware

Florida

J._ -Georgia

.

.

Hawaii

-58-

6 hrs, soc. sci.,
incl. US hist. `

(gen. ed); 18 hrs.
hist. (US, European,
world) & 12 hrs.
in another field;
or 30 hrs. in soc.
sci. (hist.., pol.

sci.,dontemp.
econ., soc., geog,
international rela-,
tions,-govt.--at
least 4 fields
incl.,Europ. & US
hist.)

18 hrs. soc. st:
6 hrs. US' hist.

'd A

Exam in major &

4 minor subjects

6-12 hrs. soc. st.
(gen. ed.); & 30
hrs. soc. st.

'S.

13 1/3,hrs soc. st.

intl. Am. hist. &
econ. (gen. ed.);
33 1/3 hrs. in soc.
St. (geog., econ.,

pol. sci., &
at least 131/3 hrs.
in hist..)

NA (not yet a
state)

1965-66

6 hrs. soc. st.
(iincl. US hist.
(gen. ed.); & 18
hrs. hist. '(incl.

US & European or
world) or 15 hrs.
hist. (incl. US &
world or European)
plus 15'in 3 -of 4

following:
econ., soc., geog.,
international rela-
ations.

4-6 hrs. soc. sci.
(gen. ed.); 30
hrs. soc. st.,
4-6 hrs.. US hit.,
2-3 hrs. each
western civ.,
modern world hist.,
US govt.,econ., &
geog.

Major: 30 hrs.

6-12 hrs, soc.
(gen, ed.); 30
hrs. sOc. st.

20 q. hrs. soc. st.
(gen. ed.); 50' q:

hrs. soc. (incl.

20 hrs. hist.,
incl., US hist.)

24 hrs. major;
12 hrs. minor

-- 474

157146

6-hrs. soc. st.
(incl.- US hist. (gen
ed.); & 18 hrs.
hist., (incl. US &
wbrld or European)
Or5 hrs. hist.
(incl. US & world or
European) plus 15 in
3 of following: °

govt., econ., soc.,
geog., international
relations

36 hrs. in soc. st.

V
Major: :30 hrs.

6-12 firs. soc. st.

(geb. ed.); 30
hrs. soc. st.

50 q: hrs: sac. sci.;
40 q, hrs. hist.
(incl. 10 A(il.'& 10

European); or 40 q.
hrs. ecsn,Cor,40 q.
hrs. pol. sci.; or
60 q: hrs.. beh. sci .r
(incl. soc., psych.,
& anthro. w/ 40 hrs.
concentration in one
& 0 in each of
other two)

not

specified



STATE

Idaho

Iiiin6is

Indiana

Iowa

Kansas

k

-59-

1955255. 1965-66

15 hrs. .in each of

2 fields

6 hrs. soc. sci.

incl. Am, hist. &/
or govt. (gen. ed.);
32 hrs., major; 16
hrs. minor

Soc. st.--3 optithis.

1-10 hrs: gen:

hist., 10 hrs. US
hist., 4 hrs. econ.,
4 hrs. govt., 4 hrs.

soc., 4 hrs. geog.;

11-12 hrs. gen.
hist.; 12 firs. US
hist.; 111-8 hrs.
"soc., 8 hrs. govt:,
8 hrs. econ.

20 hrs. major &
15 hrs. minors in
2 fields; or 30
hrs, major & 20
hrs. minor

10 hrs. soc. sci.,

incl. hist. (gen.-
ed.); 24 hrs. soc'.

sci.,(6 hrs. in
each, sibj. taught)

30 firs. major;
20 hrvinor

32 "hrs: major & 16

hrs.' minor; or 3
'minors of 16, 20,

& 24 hrs, each;
must incl. Am.
hist, &Air govt .

1975-76

30 hrs. major & 20
hrs. minor; or 45,
hrs. in single
field; must have 6,
hrs. Am. hist., 3
hrs. Am. govt., &
rest in.world hist.,
geog., soc., & econ.,

32 hrs. major; or
3 minors of 1-8, 20,
& 24 hrs. each

41.

Minor-24 hrs;. 14 hrs. soc. &
Majors--40 hrs. sci.- (gen.- ed.)/ .

& 52 hrs. (not winor-24 hrs.;/.
clear) --:;grajors--40-& 5T hrs.

l(not cle6r), .

0

15 hrs. soc. st.
incl. !!some pre-

paration in subject
taught12

10 hrs. soc. sci.
(gen. ed.); 24 hrs.
soc. sci; (min. 6
hrs. in each _

subj. taught)

475
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Hrs. not vsoeci'fied

12 hrs. hist. &
soc. & beh. sci.
(gen. ed-); 361hrs.
soc. tel.., incl. 12
hrs. Am. hist., 12
hrs. govt. &'12 -hrs.
world hist.; 6 hrs.
for each subj.
taught -- anthro.,

econ., soc.,-geog;,
"etc." ,-

ti

ti



I.

STATE

Kentucky

Lou4i;lna

.Maryland

Massachusetts'

Michigan

Vinnesota

-60-

1955-56

2 :iPjCr'S 24 hrs; or

1 major 2q nrs; &
2 minors 18,hrs
each; or 1 iiajor.

1 minor totaling
481 hrs

. .

T-

12),hrs. soc. st.,

which hiSt.,
e4on., soc., geog.,
p61. sci &
survey of soc. sct-,

A43-6 hrs. must1bp
in US hist. (gen.
dd.); 12 hrs. soc.
st., incl. 3 hrs.
in goVt

lajgr--24 hrs.;
14.1110r-15 hrs. or

2 minors 12 hri.
each .

lb hrs. hist.
(incl. Am. hist.).
8116 hrs. dcon.,

bc., pol, sci. or
,

I

.

. . 4

t

H s. not specified

Major: 24 hrs.
2lminors: 15 hrs.
each

Major: 2'4 hrs.

Minor: '15 hrs.'

1965-66

12 hrs. soc. sci.,
(gen, ed.); 12-18
hrs. "pre-profes-
sional preparation,'
incl. fdtns. of
phil., psych., soc.
& anthro.; 48.hrs.
in soc.st., or 48
hrs. total in major
& minor or in 2
majors or major &
2 minors

same as 1955-56

Major--30 hrs. &
Minor--18 hrs; or
specialization of
50 hrs.

2.4 hrs. hist.,

incl. 6 hrs..US
hist.;. or 24',hrs.

geog.; or 36 hrs.
soc. st., incl. 18
hrs. hist. (6 US
hist), 6 hrs. econ.,,

& 12 hrs. soc.,
pol. sci., & geog:

Major: 18 hrs. r,

Minor: 9 hrs.

same as 1955-56

Hrs. not specified

476
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1975-76

same as 1965-66'

gen., ed. same as
1955-56; 18 hrs.:in
soc. st., incl. 6
hrs. US hist., 3
hrs. state hist.,
6 hrs. west. civ.,
or world hist.L'il

hrs. soc.

same as 1965-66

24 hrs. hist, incl.
6 hrs. US hist.; or
24 hrs. geog.; or
36 hrs: soc. st.,
incl. 18 hrs. hist.
(6 US hist), 6 hrs.
ecpn., & one course'
each in soc., pol.
sci., A geog.

Major: 18 hrs.

t

Major: 30 hrs.
Minor: 20 hrs.

Hrs. not s e ified



STATE

MisSIssippi

Missouri

Montana

Nebraska

Nevada

New Hampshire

New Jersey;

New Mexico

New York

-61-

1955-56

12 hrs. soc.

(gen. ed.); 24 hrs.
soc. s1. (incl. 6
world hst..; 6 Am.

. hist.; q'soa.,
econ
or geog.; and 6
electives) 1

5 hrs: Am. hist.,
s. European

hist., 2 hrs. Art'

govt. , 2 hrs. econ,
2 hrs. soc., 8 hrs.
other toc*. st.

Hrs. not Specified,

15 hrs. each-in 2
fields

Hrs. not specified.

Major: 18 hrs. (6

hrs. in_each subj.
taught)

18 hrs. in one
field

Major--24 hrs. &
,Minor--15 hrs; nr
2 minors, 15 hrs.

1'

30 hrs. soc. st.

1'1965-66

12 hrs. soc. st.
(gen. ed.); 30soc.
st. (incl. 6 world
hist., 6 Am. *hist.,

3 econ, 3 govt.; 3
geog., 3 stote_hiSt
6 electives)

5 hrS. Am. hist, 5
hrs. European or
world hist., 5
hrs. US or state
govt., 9 hrs.
other soc. st.-

Hrs. not specified

Hrs. not specifie

Hrs. not specifi

Major: 30 hrs.
Minor: 12 hrs.,.(6

hrs. in each
subj. taught)

same as 1955-56

2 majors, 24 hrs.
each; or nfajor 24

hrs. 81,2 minors,

18 hrs. each; or
composite field,
36 hrs. &
18 hrs.

6 hrs. gym. Hist.;

6 hrs., European

hist.; & 24 hrs. in
4 of following:
anthro., econ.,
geog., pol. sci.,
soc., hist. other
than European & Am.

4.77

1975-76

12 hrs. soc.
(gen. ed.); 45 sOc.
st. (incl. 6 world
hist., 6 Am. hist.,
6 econ.,6 govt:, '3
geog., 3 State .

hisZ., 151electives).

40 hrs. Joe. st.

"i

Major: 30 hrs.

Hrs. not specified

Major: 30 hrs.
Minor: 16 hrs.

Major: 30 hrs.

Hrs. not specified

01,

2 majors, 24. hrs..'

each; or Major, 36 .

rhrs. & 24
thrs; or composite
field, 54 hrs.

36 hrs. soc. st.

0^-



STATE

North Carolina

North Dakota

Ohio

4

Oklahoma

Oregon

Penntylvania

Rhode Island

1955-56 1965-66

6 hrs. European or
world hist.; 6
hrs. Am. hist.; 12
hrs. govt.,geog.,
soc., or econ.; 6
hrs from any of
preceding

Hrs_.. not specified

15 hrs. hist.,
incl. west. civ.,,
Am. hist., & pol.
sci.4.or 40 hrs.
soc. st., incl.
Am. hist.,-modern
Europ. hist., econ.,

soc., pol. sci.,
geog.

30 hr's. soc. st.

incl: "such fields
as hist., geog.,
soc., econ, anthra,
& govt.

Hrs not specified

18 hrs. soc. st.,
incl. 9 hrs. soc.
sci. (econ., soc.,'
govt.) & 9 hrs.

hist; or 18 hrs.
hist.:

30 hrs i soc. st.;

or 15hrs. soc. s
other than hist.;
or 15 hrs. hist.

t.

21 hrs. Am. & world
hist.; 21 hrs.

anthro., econ.,
geog., pol. sci.,

& soc., with about
equal hrs. in each

Hrs. not specified

27 hrs. hist. &
govt., incl. West.
civ., Am. hist.,
& pol. sci.; or 45
hrs. soc. st.,
incl. Am. hist.,
West. civ., econ.,
soc., p01. sci.,
& geog.

6 hrs. Am. hist.,
2-3 geog, & state'

hist., (gen. ed.);
36 hrs. soc. st.,
incl. anthro.,
econ., geog., govt,
hist., & soc.

54 hrs soc. st.

A

Major: 24 hrs.

18 hrs. hist; 36
hrs. soc: st.,
incl. 18' hrs.

hist.

4 l8

1975-76

Hrs. not specified,

Hrs. not specified

soc. sci. (gen. ed. --

hrs. not specified);
60 hrs. soc.st. or
20 hrs. geog or 30
hrs. hist. or 20
hrs. pol. sci. or
20 hrs. soc; psych.
or 20 hrs, soc:

6 hrs.Am. hist. &
Am. govt., 2-3 hrs.
geog. (gen. ed.);.
18 hrs: soc,, st.

54 q. hrs. soc. st.
incl. 48 q. hrs.
among Am. hist., .

v,Jrld hist., geog.,

pol. sci., econ.,
soc., psych.., &
anthro.; and incl.

6 q. hrs. urban
studies, minority
stuides, or environ.
studies 0

Hrs. not specified

same as 1965-66

f

9,"



STATE

South Carolina

-63-

1955-56

12 hrs. soc. st.,
covering at least
3 fields (gen. ed.);
12-30 hrs. spec.

South Dakota Hrs. not specified

Tennessee

Texas

Utah

9

Vermont

8 hrs.-soc. st.
(gen., ed.); 36 hrs.

soc. st. (incl. 6
hrs. Am. hist., 6
hrs. Edrop. &
world hist., 6 hrs,.
soc., 6-hrs. geog.,
6 hrs. govt.) or 18
hrs. hist. (incl.
6 hrs. Am. & 6 hrs.
Europ. or world)

.

2 hrs. Texas .&

Federal.Constitu,
tions -or 6 hrs.

AIA.-govt.

1965-66

12.hrs. soc. st.,
with 6 hrs. each
in 2 fields (gen.
ed.); 12-30 hrs.
spec.

Hrs. not specified

same as 1955-56

3 brs, Fed. &.Texas
Constitutions; ,3

hrs. `Amy hist.

10-q. hrs soc. sci.
(gen. ed.); b0 .q.

hrs. composite
major in 2 or more
related subas w/
min. 18 q. hrs in
any one or 3 q.
hrs. major & 18 q.
hrs. minor

Major: 24 hrs.

Minor: 12 hrs.

same, at 1955 -56

30 hrs. hist. or 48
hrs. soc. st. incl.
18 hrs, hist.

.1975 -76

gen. ed. same as
1965-66; 12-60 hrs.

spec.

.Hrs. not specified

same as 1955-56

Same as 1965-66

40 q. hrs. major &
22 q. brs.. minor; or
62 q. hrs. composite
major if not less
than 2 field.

Hrs. not specified



STATE 1955-56

Virginia

-64-

12 hrs. soc. st.
incl << hist.

.(gen. ed.); 12 hrs.
geog. or 12 hrs.
govt. or 18 hrs.
hist. or 18 hrs.
from 3 (govt., econ,
geog, soc., intro
to soc. st.,

relats.) or
12 hrs. hist. & 12
hrs. of those
listed in parenthe-,
ses or 18 hrs. in
2 or more (Am.

hist., English °
hist., Europ.

hist., world hist.,
ancient.hist.)

Washingtbn Ilajoi71: 20 hrs.;

Minor: 10 hrs;,
10 hrs. contemp.
sQc. probs.
(current-hist:,

pol.'sci., ecom,
soc.)

West Virginia

Wisconsin

Wyoming

6 hrF. devel. af
soc.. instits & 6
hrs. fund. soc.

probs. (gen. ed.);
24 hrs. soc. sci.

24 hrs. major & 2
T5-hrs. minors;
or 2 24 hrs.'
majors; course in
conservation of
natural resources
& course in
cooperative market-
ing & consumers'

cooperatives=

soc. st. (gen. ed.-
"hrs. not specified
15 hrs. in each
teaching field

196.5-66
. 1975 -76

12 hrs. soc. sci.
incl. US hist.
(gen. ed.); 12 hrs.
geog. or 12 hrs.-
govt. or 18 hrs.
hist. or 15 hrs.

& 15 hrs.
hist. (incl. 2:

Am. hist., English
hist., `Europ:

hist., aorld hist.,
ancient hist.)

Hrs.not'specified

same as 1955-56

34 hrs. major & 22
hrs. minor or,2 34_
hrs. major; 2
special courses
same as 1955-56

gen. ed. same as
1955-56; 30 hrs.
soc. st.

12 hrs. soc. sci.
incl. Am. hist.,
other hist, anthro.,
soc., econ., pol.
sci., geog., &
psych (gen. ed.);
18 hrs. geog.or
18 hrs. govt. or
24 hrs. hist.; or
18 hrs. hist. &.12*
hrS'. govt. & 6 hrs.

geog. & 6 hrs.'econ.
or 18 hrs. earl. or
18 hrs. soc.

Hrs. not specified

0
O

soc. st. (gen. ed.,
'pi. not specified);
48 hrs. soc. st.

34 hr. major or 22 ,

hr. minor; special
courses same as
1955-56

soc. sci. (gen. ed.-
hrs not specified);
36 hrs. soc. st.

a
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Notes to tables )\-6 and .A-7

1. When a state offered several levels of'certification (e.g., temporary,
proviiional, standard, master teacher), we used the one that appeared to
be the ..tandard level with a bachelor's degree as a basic. requirement. .

This'was not always the minimum:however, since a few states do allow
teaching with lessgthan a bachelor's degree.

2. Hrs.' = semester hours; q. hrs. =quarter hours of colelge course credit
. I

3. Other' abbreviations:

NA = not applicable
soc. st. = social studies
soc. sci. = social science
incr. = including
hist. = history (Am. = American)

, govt. = tovernment
civ. = civilization(s)
econ. = economics'
pol. sci. = political science
soc. = sociology or social
geog. = geography-
anthrb. = anthropology
beh sci. = behavioral science(s)
phil. -alillosophy
certif. =,certification .

, .

biol. = biology' 44 N
contemp. = contemporary
probs. = problems ..

relig. = religion
1

. psych. = psychology.
instits. = institutions 4
gen. ed. = general education (required of all, not just soc. st. majors). ..

subj. = subject' .

fdtns: = foundations

CP inatl. = international .

relats. = relations

f' envtron. = environmental
min. = minimum
devel. = development
instits. = institutions
fund. = fundamental

.

a

4. When requirements for junior and senior high were different, used senior

higt requirements only..

5. In a number of cases, requirements for secondary level stated only that a

bachelor's degree ora major field meeting an accredited university's

reqiiirements (or some similar condition)was necefsary for certification,
-without specifying the exact number of credit hours in major and/or minor

fields. In these cases, we have noted "hrs. not specified." This does not

mean one can be certified to,teach social studies without ever having had

-a college course in the field, however. At the elementary level, on the

481



other fiand, it appears that in a number of cases one need. never have taken
a social studies course in college to be eligible for certification; hence,
we have used "0" in thes0 e cases in the elementary chart. 4

41
6. A number of the,specifications given in the sources for this chart were not

at all clear and we have had to guess sometimes, as a consequence. A very
frequent source of fuzziness was whether required general education credits
in social studies could be counted as part of a major or minor in the
social studies area or had to be earned in addition to the,courses taken
toward a major or Minor. If it was clearly indicated that the general
education social studies hours could be included within the hours for a social
studies major, we did not list the general education requirements; otherwise,
we listecthe general education, requirements in addition to the major and
minor requirements.

Sources',

Woellner, Robert C., and M. Aurilla Wood. 1965-56. Requirements for Certifica-
tion of Teachers, Counselors, Librarians, Administrators for Elementary
Schools, Secondary Schools, Junior C011eges, 20th ed.' Chicago, IL:
University of.Chicago Press.

I

Wdellner, Elizabeth H., and M. Aurilla Wood. '1965-66. Re9uirements for Certifi-
cation: Teachers, Counselors, Librarians, Administrators, for Elementary
.Schools, Secondary Schools, Junior Colleges, 30th ed. Chicago, IL:
University of Chicago Pres.

Woellner, Elizabeth H. 1975-76. Requirements for Certification: Teachers,
-Counseiors-i-Librariens Admintstrators;-for-Elementary-Schools, Secondary
Schools, Junior Colleges, 40th ed. Chicago, IL: University ofChicagoPress.

1'

O
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Table A-8

Cothplete Listilig of NAEP KnoWledge Area Dercises.
,

Exercise Exerase Description
#

Nat'l Level of Acceptable
Performance (Percent)

Age Age Age Adult
9 13 37,

,,..-.....

A. Economics
.4

.
. ,,

.
..

,

1% UnderStands,soe of the basiC characteristics of economic syst-zms that are common to all
industrial societies.

9

83 -_
,

..- --

44 -- -- --

49 7.- .,....

89 -.7 --

47 58, 75
...... 65 81 77
...- 57 81 79

'-- 80 87 93
-- 66 60 52
-- 41 66 53

67 78 83
20 30. Z8

-- 27 55 50,
-_ 26° 28

p -- -- .51 56
-- -- 21 30

-- .' 22 45 55

-- 54 ,72 72

35 60 72
-- 34 . 22' 21

0 54 79 72
-- 52 52

RKE01 Recognition of sales. tax' s

RKEO2 The relation of'wages to prices
UgE03 Retail profit/Unreleased v . '

RKE04 Understanding credit purchases
UgE05 Government role in the economic process /Unreleased
UKE06 Production ofgoods and services/Unreleased
RKEQ7 Difference between producer and consumer goods
UKE08 Utilization of disposable income/Unreleased

li.. Q

UKE09A ,Industrial society /Unreleased

Iilaustrial society/Individual craftsmanshipRKE0911

RKE09C Industrial society/Rural to urban
UKEO9D Industrial society/Unreleased 4

UKE10 Industrial society/Unreleased .r. .

UKE11 Goods'ad4 services/Unreleased
RKE12 The meaning of monopoly
RKE13 The market System/Farm prices seek their own level

_RKE14- The purpose of the_Commonjiaaet
q . -,

UE15A -US and USSR similarities and differences/Natural resources
UKE158 US and USSR similarities and differences/Unreleased
.UKE15C US and USSR similarities-and differences/Unreleased .

RKE15D US and USSR similarities and ownership
and control .

IME16 Big business' on foreign nation'

% 483



Exercise Exercise Description ' - Nati]. Level'of Acceptabl
# q

Performance 4Percept)
Age Age Age Adul

..,
. 9 13 17

4
B. Geography

1. Has knowledge of worldwide spatial distribution and interrelationship of the major features
of man's phySical and cultural environment.

.

RKG01
RKG02A
RKG02B
UKG02C
R KGO2D

UKG02E
-UKG03

RKG04
RKG05

UKG06.

sUKG07
RS001

US004
US002
RKG08
RKG09
USI27
RS126 .a

RKE15A
RKG10
UKG11

o

;pcation 'of Great Lakes

tocation of major river/Amazon .... c
Location of major river/Mississippi .

Location of major river/Unreleased /

Location of major \
Location of major river /Unreleased

Location of major city/Unreleased
State bordering PiCific Ocean/California
State bordering Atlantic Ocean/New York

.

Regional location of a state /Unreleased
Regional location.ofstate/Unreleased
Man from Peru .

Shows interest in people with cultural differences/Ceylon pan pal
Sh9ws interest.in people with cultural differences/Girl traveler
Importance of water routes /Columbus
Latitude and longitude/Climate
Outline map and table/Unreleased

Latitude and longitude/Place location
US and USSR similarities and ,differencesiNatural resources
Geographic determinism/Camel use on desert

.
\

-Geographic determinism/Unreleased z

51

57

80

. 61

68'
61

72
43
37

37

40
70

67.'

79

24

.

--
89
81

22
--
-I-

--
--

Ma

......

--

.--

-r
__

82
=0=0

21

30

23

24

.54
_-

.54
58

,53

--

.

--
,......

- _

34

37

34

72

111

78

60

19

44

--

__

10

--

22...

33

34

72

UKG12
UKG13

RKG14

RKG15

UKG16

..'

Climate/Unreleased
Language/Unreleased'
Map oflainfall zones

.

Population determinant/Low birth and death rates
Social status determinant/Unreleased c,

66

4/

30
45'

484



Exercise Exeicise DesCription .64

. Al 4.
'-w

4,

'Age

Nat'l Level. of Acceptable
Performance (Percent)

,Age Age !Adult

.9 13 " 17

. .c.
. s

RKG17 Adaption to desert life ' 40 '60 - 71 77
RKG18 Effects of environmental modification/Highway construction

.

47 75 82 . 85

UKG19 Interrelationship of cultural and physical environment/Unreleased -- 46 39

RKG20 Interrelationship of cultural and physiCal environment/Tribalism
and nationaliim-in Africa

P -- -- 30 37,

K

C. History

1. Understands some of the major developments in United States history.

RKHOI Greatest influence on US/England 40 .67 79 77

UKHO2 Major US holiday/Unreleased -' 94 -- =- ' --

..UKHO3 Major US holiday/Unreleased 69 -- -- --

UKHO4 American Revolution/Unreleased' ,, . .
.-.. 46 __

.

-- w

RKH05t American Revolution/Independence fromEngland 45 --e.

RKH06 American'RevOlution/One reason . ...... 50 64 49

USI2OA Declaration of Independence/Unreleased -- '93 95 ', 96

.USI2OB Declaratiorof Independence/Unreleased -- 69 67 64

RSI20C Declaration of Independence/Inalienable rights _... 75 80 78

RSI2OD Declaration of Independence/Right to govern from people` -- 80 90 94

RKHO7 Declaration of Independence/Main purpose ,-- 77 85 79

RXH08-----FffSf7pretidemt-cif-the-US 83 --

,UKHO9 Famous president/Unreleased -- ' 61 82 76

IXE10 Industrial society/Unreleasgd
et'.

27 55 50

RKH10 Dtrect cause of WWII/Pearl Harbor
6

...;- 0- 89, 8/.

UKH11' The-regulation of big business/Unreleased s -- 39 36

UKH12 Civil rights/Unreleased - -- 32 49

'RS00,7 Three problems of large cities
. '

-- 38 59 ' 66

RKH13A Minority roleuin the history'and culture of America/American .1.

Indians, at least 2 names . 6 18 35 II.
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txereie 'Exercise Description

,

,RKH13B "Minority roles in. the history and culture of America/,Black

,Americans, at least 3 names

RKH13C 'Minority roles in the hiatory, and culture of America/Oriemtal

"`
Americans, at least 2 names

RKH13D Minority role's in the history'and culture of America/Spanish-.

speaking Americanss'at least 2 names- .
...

,, a .

. s. .

2, Understands some of the major developmedts in world.'history.

RKG08
UKH14A
UKH14B
RKH14C
R41140
'RKH15A
UKH15B
KKH15C
UkH150
UKH16

UKE09A
--,RKE09B

RKE09C
'UKEO9Ds

RKG15
'RKE15k
UKE15B

UKE15C

RKfli7

RKH18

9

Importance of water robtes/Columbus
Sense of historical time/Unreleased
Sense of-historical time/Unreleased
Sense of historical time/Printing'press
Sense of historicalftime/Travel 50 mph
Sense of historical time/Telegraph
Sense of historical time/Unkeleased
Sense of historical-lime /Compass t7.

Sense of historical time/Unreleased
Greatest influence'on culture OT foreign country/Unreleased

Industrial society/Unreleased
Industrial society/Individual craftsmanship
Industrial society/Rural to urban

Industrial society/Unreleased
PopulatiOn determinant/Low birth and death rates
US and USSR similarities and differences/Natural resources

US and USSR simifarities,and differences/Unreleased

US and USSR similaritieS anal differences/Unreleased

US_and_USq$1.41milarities and differences/Governmentsownershoip

and control
Organization for world peace/UN
Major goal of tN/Peace

I

0.1 486

.

Nat'l Level of AcceptableD.
Performance (Percent)

Age
9

8

0
'N.. 0.

1

Age',

13

'34

0

3

Age 'Adult
.17

64

1

7

73

4

20

24 71

58 63 55 63

9,1 98 99. 98

49 57 54 61

83 87 85 §1

79 97 98 96

20, 35. 46

63 75 75 66

86 96 96. ' 93

40, 65 8,2 81
66 6b 52

41 66 53

07. 78 83

20 30 28

19 30
MOM. 54 72 72

35 6Q 72

-- 34 22 21
o

ao

.54 9; 72

6.7 70 '81

47 77 92 89.

°
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.

Exercise 'Exercise Description
I

"t5.

,

UKH19 ''.,:Relationship Of .iskjor powers/Unreleased
,RY,E14 Purpose of the CommernHarket

a .

_UKG19: f Culturals:effects on physical environment/Unreleased
RKG20 Cultural effeCts on physical environment/Tribalism and

nationalism in Afrida
RKE16 Big-business' effect bn.foreign nation

,

Nat'l Level-of
Performance

Acceptable
(Percent)
Age . Adult

a
17

.

50 62 .

45 .' 55
46 39

30 37
52 52

Age Age.
9 . 13 --

--..

' 22
111.

4.1 ,
D. 'Political science

1. gnaws some. of the Individuals and groups responsible for making government decisions.

fRKPO1 - The duties of the Health Department/Inspection 36
Responsibility'fdr a fair trial/Judge 74 U --

RKPO3 Head of town government /Mayor 58
RKPO4 Academic most interested in government/Political scientfst 50 72 74
,UKPO5 Cabinet rdsition/Unreleased 39' 67 66
UKP06 Foreigh affairs /Unreleased 22 38 64
UKPO7A ,Government responsibility/Locil 67 , 83 89
UKPO7B Government responsibility/State

' 47 *65 70
UKPO7C Government responsibility/State 60 ss 87 8.9
UKRO7D Government responsibility/Federal - 83 94 '96
RKPO8'A E4abliSh central branch of university/State 71 84 79

Raise mail rates/Federal -- 72 , 90 95
.RKPO8B
RKPO8C :Lower tax on imports' /Federal

73' 89 92
RKP.O8D"--.Increase-garbage-collection-anta-1----;- -- 77 92

2. Understands some of thefights and responsibilities granted in-the Constitution.

RKPO9 Statement of civil rights/Constitution 63 84- 78
0 /

.
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Exercise.- Exercise Description
. a

I . 'k .

/ ,t1 .
Nat'l Level of Acceptable

. : t' - Performance (PerdentN1
Age Arge Age *Adult

11 ....
.`UKPi,')* Basic constitutional rightt/pnreleased . --
..9, 13 17

,

77' : s

26 .49
. -_ 49

-..Q. 35 . .71

p z
,I

9'
'34.

UKP.12 Int ernatiOnal.relations/Un'released __...
RKP11 Supreme 'Court/Prayer in school decision . -

. ' ...RKP13 Suprdie Court/Power to declare act of Congress unConst4tutionalUKP14- Supteine Court /Unreleased
UKP15 Supreme Court/Unreleasect .- .

. '
.

..v :

46-

52
62
---
66

- . ...
. -3. Knows something about the election process and the role of political *sties. :. 17

.
',,

RKP16 Elected and appointed officials/Senatosrs--...
.UP V The' nomination of. presidential candidates/National Convention.Rid318A-E,, Using a simple ballot/Alffive _karts . : 0.

VRS006A. Evaluating politicians/Where' to get info*rmation
US006B Evaluating politicians/Raising appropriate questionsr

4. Unde?stands some of the processe; involued in politfcal socialization.
RKP19 Cooperation In soc &al situations
UKP20 Cooperation in school
RKP21 Why society has .rules and .regulations

0

0

,

te)

1

' 74,
.

17 . 49 .
'41

0... 42' 62
70 75

I'

92 -- VI.

67 84,

.
'

P
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90
6.0
.44
69
:76

--
0
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" Table A-9

:ATE STUDENT TESTING.PROGRAMS IN SOCIAL SCIENCE/SOCIAL
STUDIES AND CITIZENSHIP, l973*. °

o Social Science/. °

Studiet . CUizenthip '

Alabama

Alaska"

Arizona .

Arkansas

California

Canal 'Zone

X'

1 r

P

X

Colorado X X

Connecticut' ,

'Delaware' \
4.0 strict of Columbia

4
Florida

ggilT9ia

Guam.

Hawaii X

Idaho
v.

X.

..

1 Illinois X .

Indiana 1 . " P
,

.---.----

Iowa X

.. Kansas.). X.
.

Kentucky

Louisiana

Maine

Maryland

P

P

X

P

X

Massachusetts

Michigan.

Minnesota

t4ssissippi

lesisOuri,

, Montana

, Nebraska

Nevada

P ,. P

Phew- Hampshire

4.89,
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New Jersey

New Mexico

.New,York

X

X

Mirth Carolina

North Dakota

Ohio

X

P

Oklahoma

'Oregon

Pennsylvania

Puerto Rico

Rhode Island

X

X

0

South Carolina

South Dakota

Tennessee

Texas

X

.Utah X

.

Vermont

Virtinia

; 'Virgin Islands , X

Washington

West.Virginia. X

Wisconsin

Wyoming

Total , X=21 ,. X= 7
P= 8 P=11

X,= testing proor.am already administered or in progress as of 1973'

P =-testIng program planned or being considered for some time after
t
1973

* The above information was extracted from two sources:

State Testing Programs: 1973 Revision. 1973. .Princeton, NJ: ERIC
Clearinghouse for Tests, Measurement, and Evaluation. ED 087 789

,

State Educational Assessment PrOgrams: 1973 Revision. 1973. Princeton,
NJ': Educational Testing Service; and Denver, CO: Education Commission

P of the States. ED 080 582.
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Table A-10

REPORTS OF STATE STUDENT1TESTING PROGRAMS
IN SOCIAL-SCIENCE /SOCIAL STUDIES AND CITIZENSHIP

AVAILABLE THROUGH ERIC AS OF SPRING 1977
4,1

9

Helper, John W. 1972. An Assessment of Learner Needs in
Colorado, School Year 1970-1971. Denver, Co: Colorado

State Department of Education. ED 068 514.

Delaware Hendrick, Fannie A. 1975. Delaware`Educational Assessment

Pro ram 1974-75. Report of the grin 1975 Testin. Pro ram.

Dover, E: , De aware tate Department o Pu 1 c nstruction,

Division of Re'search, Plannipg, and Evalultion. ED.118.608.

Hawaii Loui, Beatrice: 1972. Summary Report of Minimum Testing
Program 1970-1971. Evaluation Repott.Npt(80. Honolulu,

HI. Hawaii State Department of Educatidri,'Office of
knsti.uction Servic -es- ED 079 408.

Maine Maine Assessment of Educational Progress, Report 2. Results

Report`-: Citizenship and Writing, 1972. 1972. Augusta, ME:

Maine State Department of Educational and Cultural Services,
Research Consortium 'Air Educational Assessment. ED 080 598.

Massachusetts Massachusetts Educational Assessment Program: Citizenship and
Social Studies? 1975-1976.- 1976. Boston, MA:° State Depart-
ment of Education,:Bureau of Research and Assessment.

.S0 009 908.

New Mexico Analysis of Standardized Testing Program Results'1973-74:
Grades 1, 5, end 8 and ACT Report. 1974. Santa Fe, NM:

'New Mexico State Department of Education, Evaluation,
Assessment, and Testing Unit. ED 098 264'.

'Analysis of Standardized Testing"Program Results,1972-73:
Grades 1, 5, and 8 and ACT Report. 1973. Santa Fe, NM:

New Mexico State Department of Education. ED 079 241.

North Carolina Social" Studies. Grade 3., State Assessment of Educational
Progress in North Carolina, 1973-74. 1975. Raleigh, NC:

North Carolina State Department of Public Instruction,
Division of Research. ED. 108 988. --

,

South Carolina Johnson, Lynne M., and John M. Finch. 1976. SouthiCarolina

Statewide Testing Program;:,Fall, 1975:.General Report.

Columbia, SC: South Carolina State Department of Education,'"

Office of Research. ED 121 847:
L
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°Table A-11

SUMARY OF STUDENT SOCIAL STUDIES ACHIEVEMENT AND TEACHER

RATINGS'ON SOCIAL STUDIES ASSESSMENT OBJECTIVES

Percent of TeaChers Reporting

jobjective L That 0 .

. Generally , Iten(s) Two Thirds of Percent of
, Objective .Being Taught Either Good Their Students Students

Objective Objective Important Being Taught In Their Or Adequate Would Respond Correctly
Very Somewhaetotai In Their School Measure . Correctly Responding.'
Imp. Imp. Classroom. District Of Objective To Item(s) Tolien01,

.

INFORMATION PROCESSING 85 15 100 100 93 . 91 . 57 , 65

Identify Source of ,

InfOrmatiod 73 27 100 98 95 100 73 93
Identify-several source- 50 40 90 70 .,, 60 88 46 76
Infer Types of Neighbor
hood and Geographic

.

Conditions -- 75 25 100 100 88 97 85 96
Sequen4e of Events 88 10 98 98 92 .83, 44 46
Chronological. Order 45 45 90 83 65 s 92 47 64
Cardinal Directions 80 18 98 93 90 91 43 48
-Land and Water,Masses 93 5 98 98 98 85 50 50
Locate Country and
, State

. 98 2 100 100

,

93 . 93 .

41/10
45

PHYSICAL ENVIRONMENT 78 15 93 93 88 , 88 45 53
Effect of Physical
Environment 82 18 100 100 :: 96 60 70

Adapting to Physical
Environment 53 43 96 80 66 91 61 65

Geographic Cceditions
.

,and I

Development 48 48,. 96 98 65 88 45 57
NO Contact Behoree

Communities 53 38 111 75 60 73 19 - 31
Interdependence 83 15 98 95 78 90 39 '

.

40
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SUHHARY OF STUDENT SOCIAL STUDIES ACHIEVEMENTAND TEACHER
RATINGS ON SOCIAL STUDIES ASSESSMENT OBJECTIVES (CONTINUED)

Percent of Teachers Reporting

Percent of

Students
Correctly
itesponding-

To Item(s)

Objective

%.

Objective Important

Objective
Being Taught

In Their

Classroom

Objective
Generally

Being Taught
In Their

-School
District

.. .

Item(s)
Either Good
Or Adequate

Measure
of Objective

gilt
Two Thirds of

Their Students 1
Would Respond ,

Correctly
To Item(s)

Very
Imp.

Somewhat
imp.

Total

CULTURAL ENVIONENT 73 27 100 100 as es 45 '59

' re. tY vs. viion-

ment SO 40 90 75 63 90 .'71 . 59

CULTURAL UNIVERSALS 53 43 96 93 . 60 96
,

73 . 72

Requirements I Survi-0

vs) .

Laws for Different
Cultures

Specific Changes and
Their Effects

93

33

50

5,

40

45

98

73

95

c °.4

58

88

- 95
.

51

61 .

96
.

93

99

76

61
-
G

81

73'

58

', 84

ECOUOM1C OSTEN 70 28 98 98 I 84 88 49 69

identify Consumers -

end Producers
Producers of Goods,

and Seriices
Factors Affecting

Values of Goods

58

50,

40

42
...

48

50

100

98

90

98

88

70

90

.75

63

84
,

89

92

, 40

47

59

61

67

79

POLITICAL SfSiEM 85 13 98 98 89 94 64 62

Purposes of Government
Services Provided by

Government
Elected Offices in

.Government
Identify Governor and

President
Process of Election

83

68

65

100
70

15

28

30

'0
28

98

96

95

100

.98

95

95

90

100

89

78

78

73

98
75..

. 97

....
95

95

98
86

,

7f

56

63

85
37

81-1'
, .

65

ea
,.

76.

20
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SUNHARY.OF STUDENT SOCIAL STUDIES ACHIEVENNT AND TEACHER
RATINGS ON SOCIAL STUDIES ASSESSMENT OBJECTIVES (CONTINUE)

9

go.

. Percent of Teachers Reporting

. .. .

Objective .

.

Objective Important
Objective
Being Taught

In Their
Classroom

.Objective
Generally

Being Taught
In Their
School

,District

Item(s)

Either Good
Or Adequap

Measure
of Objective

'Thnt

Two Thirds of
Their Students
Would Respond
Correctly

To,Item(s) 'To

.ercent of
Students .

orrectly
Respondin

Item(sy.

Very
Imp.

Somewhat
'Lap.

Total

INTERNATIONAL RELATIONS 43. '38 81 68 58 96 53 53
Resolving International
Conflicts . 50 38 88 60 50 96 53. 53

ACTING FOR THE GENERAL
INTEREST 83 15 95 -78 91

,

71 86
Purpose of Law
Enforcement 83 17 100 93 764 91 71 86

4
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Social Studies Curriculum Guidelines

4
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Sodial Studies Curriculum Guidelines

a

1.0 The Social Studies ProgramShould Be Directly Related to the
Concerns of Students.

1.1 Stu denti should be 4nvolved in the formulation of goals, the
selection of activities and instructional strategies, and the
assessment of curricular outcomes. - _

1.2 The school and itsteachers should make steady efforts, throUgh
*regularized channels and practices, to identify areas of concern-
to students.

Students' should have some choices, some options within programs
fitted to their needs,,their concerns,'and their social world.

1.4 'All students should'have ample opportunity for social studies
education at all grade levels, from K-120

O

2.0 The Social Studies Program Should Deal with the Real Social World.

2.1 The program should focus on the social world as it is, its flaws,
its ideals, its strengthsits dangers, and its promise:

2.2, The °program should emphasize pervasive and enduring social issues.

2.3 The program should include analysis and attempts to forthulate,
potential resolutions of present and controversial problems such
as racism, poverty; war, and popUlation.

2.4 The program should provide intensive and recurrent study of
cultural, racial, religious, and ethnic groups; those to which

. students themselves belong andthoe to which they do not.

2.5 The program should offer opportunities for students to meet,
discuss, study; and'work with members of racial and ethnic groups
other then their own. f I

2.6 The program should build upon the,re lities of the immediate
school community.

2.7 Participation in the real social world -both in'schooland out
should be considered a part of the social-studies Orogram:

3,0 The Social Studies Program Should Draw from Currently Valid
Knowledge-Representative of Man's Experience, Culture, and

Beliefs.

3. 1 The program should emphasizecurrenily-valid concepts,-principles,:
- and theories in the social sceinces.

a
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3.2 The program.shOuld develop proficiency in:methods of inquiry 'in 1
the social sciences and in techniques for processing social data.

3.3 The program should develop students' ability to distinguish among
empirical, logical, definitional, and normative propositions and

problems. mo,

3.4. The program should,draw upon all of the social sciences such as
anthropology, -economics, geography, politica] science, sociology,
the history of the United Statei-, and the hiStbry of the Western
and non-Western worlds.,

o

-3.5 The program should draw from what is appropriate n other related
fields such as psychplogy, law, communications, and they humanities.

. 4
e-,
%

3.6 The program should represent'some balance between the immediate ,,
'social' environment of students and "the larger social world ;

between small group and public issues;Among,local, national, and
world affairs; among past, present, and future directions; and

among Western and noplWestern aultures.
-

3.7 ,The progriiishould.include the'study not only of man's achieve-
ments, but also OTtflose eVonts and policies which are commonly
considered contrary to pr6sentnational goals, for example,
slavery and imperialism.:

3.8 The program must include a careful selection from the disciplines
of that knowledge which is of most worth.

Objectives Should Be Thoughtfully Selected and Clearly Stated in
Such Form as to Furnish Direction to the Program. -

4

4.1 Objectives should be carefully selected and-formulated in the
light of what is known about zhe-students, their community, the
real social world, and the fields of knowledge.

4.2 Knowledge, abilities,Vluing, and sociatTerticipation shovld
all be represented.in the stated objectives of social studies
programs.

;1'

4.3 General statements of basic and long -range goals should'be translated
Into more specific objectives conceived in terms of behavior and
content.

4.4 Clastroom instruction should rely upon statements which identify_
clearly what students areto learn; learning activities and
instructional materials should be appropilate fOr achieving the
Stated objectives.

4.5 Classroom instruction should enable students to see their goals
clearly in whit is to be learned, whether in brief instructional .

osequences or lengthy units of study.

497'
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4.6 Objectives should be reconsidered and revised periodically. ,

O

5.0 Learning Activities Should Engage the Studedt Directly and
Actively ,in the Learning Process.

5.1 StUdents should have a wide and rich range of learning activities
appropriateto the objectives of their.social studies program.

5.2 Activities should include forMulating hypotheses and testing them
by gathering and analyzing -data.

5.3 Activities should include using knowledge, examining values,
communicating with others, and making decisions about social .

.

and civic affairs. -

-' 5.4 Activities should include those which involve students in the
real'world_of their communities.

5:5 Ldarning activities should be.suff'iciently varied and flexible
s, to appeal to many kinds of students.

5.6 Activities should contribute,to the students' perception of
teachers as fellow inquirers.

5.7 Actfitities must be carried on in a climate which supports students'
self-respect and opens opportunities to all.

.6.0 Strategies of Instruction and Learning Activities'ShoUld 'Rely on
a Broad,Range of Learning Resources.

r . . D

6.1 A social studies program requires a great wealth of appropriate
instructional resources; no one textbook can be sufficient.

6.20 Printed materials .mustaecommodate a wide'range of reading , -

abilities and interests, meet the requirements of learning --
activities; and include manAsorts of material "from 'primary
as well as secondary sources,'from social science and history as

,,well as the humanities andrelatefields, from current as well
a basic.sources.

A van y of media should be available for learning through seeing,
hearing, obching, and acting, and calling for thought and feeling.

Social studie ]assrOoms.s'hould draw upon the potential lcontri-

butions of many nds of resource persons and organizations
representing many p 'nts v. view and.a variety of abilities.

6.5. Classroom activities sho
learning laboratory for ga

. knowledge and commitments i

6,6 The social studielprOgam.
work space-to fitilieatev
of several- kinds Of media,-

4 use the school and community as a
ering social data and for confronting

sling with-social problems.

should ave available maq kinds of
riation the size. of groups, the use

nd a diver 'ty ofttasks.

498. .
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7.0. The Social Studies Program Muft Pacilitate tfie Organization of
Experience.

7.1 Structure in the social studies 421u4amlirist help students organize
their-experiences to promote growth.

7.2 Learning experiences should be organized in such faihionthat
students will learn how to tontinue to learn.

41.

7.3 The program must enable studentssto relate their experiences in
social studies to- other areas of experience. .

-.. . ...

.

, .

7.4 The formal pattern of the program should offer choice and ,

flexibility. ,

8.0 Evaluation Should Be Useful, Systematic, Comprehensive, and
,Valid for the Objectives.of,the Program.

8:1 Evaluation should be based primarily On the school's own statements
of objectives as the 'criteria for effectiveness.

8.2 Includedcin the evaluation process should be assessment of
progress not only in knowledge, but in skills and abilities

- including thinking, the process of valuing,. and social partici-
pation- -all the components of. social studies education.

8.3 Evaluation data should come frbm many sources, not merely from
paper-and-,pencil tests, including observations of what,students
do outside as well as inside the classroom.

8.4 Regular, comprehensive, and continuous procedures should be
developed forgathering evidence of`significant,growth in learning
over time.

8.5 Evaluation data should be used for planni improvement.,curricular improvement.

8.6 Evaluation data should offer students and teghers help in the`
course of learning and not merely at-the'condlusion of some

marking period.

8.7 Both studenti.and teachers should be involved in-the process of

evaluation.

8;8 ',Thoughtful and regular re-examination of the basic 'Coals of the'

social studies curriculum should be an integral part of the
evaluation program.

9.0 Social -Studies Education Should Receive Vigorous Support as a "

Vital and Responsible Part of the School Pre-gram..

9.1 Appropriate. ,
instructional materials, time, and facilities must

be provided for social studies edUcation.

499
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9.2- Teacher

z
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s should be responsible for tryinTout and adapti 6 for
their own students promising innovations such as simulation,
newer curricular plans, discovery-,' and actual social participatiOn.

9.3 Decisions about the basic purpose of social studies education in
any-school should be as clearly related to the needs of its
immediate community as to those- of society,At large.

. J
,

,.

9.4 Teachers should participate in active social studies curriculum
committees with decision-making as well as Ovisory responsibilities.

9.5 'Teachers should participate regularly in activities which foster
, their professional competence in social studies education: in

workshop*, or in-service classes, or community affairs, or in
'readingystudy, and travel.

-
.

.

9.6 Teachers and others concerned with social studies education in
the schools should have consultants with competence in -social
studies available for help.

-9.7 Teachers and schools should have and be able to rely uponsa
district-wide Olicy statement on academic freedom and professional
-responsibility.

ea
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Recommendations of the American Economic Association's Nationil

4
Task Force on Economic` Education, 1961
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Recommendations of the American Economic Association's

National Task Force on Economic Education, 1961

(from Economic Education in the Schools: Report of the
.. National Task Force on Economic Education,-chapter 4.

New York, NY: Committee on,,Economic Development,
1961.)

1. We recommend that more time be devoted'in high school curricula to the

development of economic under:standing.

2.. We recommend that wherever feasible students take a high school course

in economics or its equivalent under another titlelsuch.as Problems of

American DemocracY);-and.that in all high schobls of substantial size

there be it 1 s an elective senior-year course in economics.

3 vie recommend that courses in problems of American democracy (now taken

by perhaps half of'all high schoolstydents) deiote a stestantial portion

of their time to development of economic understanding of the kind

outlined in[this report].

4. We recomiend that more economic analysis be ,included.in history courses,

5. We recommend that all 6usiness education curricula include a required

Course in economics.

6. We recommend that economic understanding be emphasized at several other

pOints in the entire school curriculum.

-7. ,We recommend central emphasis on the rational way of- thinking . .

as a prime objective of the teaching of economics. e

8. We recommend that examination of controversialf be included, where

appropriate, in teaching economics.
.4

To improve the ability of teachers, we recommend several steps.

.(a) We recommend that teacher certification requirements iall states

require a minimum of-one full year (6 unit) course in college

econOmics for all social studies andbusiness education teachers.

502
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(b) We'recorlMend that school boards and administrators,consider these

certification standardsasminimum.requirements, and they take

steps to enforce higher standards wherever feasible.'

(c) To help present teachers improve their economic competence, we

, recommend inceeased use of summer workshopsteachei. participation
Jr r--

in a nationwide television economic course planned for 1962 -53, and
-4

.return to college for additional work-in economics.

(d) We recommend that colleges* preparing teachers improve, the. economics

courses offered for this purpose; and establish other opportiihlties

. .

for high school teacher to increase their economic understanding. .

y10. We emphasize the need ?cif- Rik effective high-siEhool'teaching materials
.

. . r

aurrecommend that steps be taken-byprivate publishers, foundations,.an
1 . ,..,-

&
.... .

others to increase the supply of sAch gaterials:<, DI
C

A

4

:11. We recommend that professional economists play a more active part in .

.-

.

helping to raise the level of economics in the_schools.

12. We urge wi espread public support, both private and governmental, for
v,

the improrementlof economics in the schools.

4

C
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Conference Participant Recommendations

. .

for Precollege -Economic Education, 1977

(from Donald R. Wentworth, Lee Hansen,
rw, and Sharryl 41. Hawke,* Perspectives on Economic

Education, Boulder, CO:- Social Science
.Education Cusortium, Joint Council on

#" Economic Education,. and National Council for

the Social Studies, 1977)
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Conference z%
Participant
Recommendations
for Precollege
Economic
Education

The National Conference on Needed Research and Development in Pre-
college Economic Education addressed fwo major questions: /-

.
is there sufficient and ,adequate research information available to
guide precollege economic education development? If not, what
areas should be investigated more completely?

Is there sufficient and adequate curriculum material available_ to
meek the needs of precollege economiceducaifon? If not, what type
shoitld be developed?

Tije general conclusion qf the conference was that precollege economic
education could henefit from increased research and development efforts. .5t,
present the field is developinva base of useful research information and

curriculum materials, but much more work needs to be done. Current efforts are
fragmentary, unceurdinated. and -suffer from a lack of resources in all de-
velopment and-research areas. These problems could be lessened if major
efforts were undeitaken to improve precollege economic education.

Throughout the conferenee; grese n to rs of major papers, respondents, and

discussion groilp participant i made recommendations for improving economic
education arthe precollege level. In Pun I we summarized what we as confer
ene directors felt were the six majorrecommendations emerging from the ,.

conference. In this section we present d more detailed listing of.the scores of -

recommendations from which our six limmary'recommendations were dr:m n.
While the following list ma not include every suggestion put forward durmg

the conference, it represents the most taimprehensive list we were able to

reConstruct. Recommendations are organized under the broad !iategorics ot

"research" and -prograni development.'"

, '

'-;:""--.!
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RESEARCH

Economic'Literacy'and Knowledge

1. Economic literacy should be clearly 'defined in an operational,
criterion-referenced manner.

2. Factors that contribute to or correlate with low levels of economic
understanding should beOnvestigated. Among these factors .are tiome-
environment, neighborhood, parental knowledge, school curricula,
reading level, IQ, personal interest, socioeconomic status, writing
ability, and general literacy.

3. The role which economic education can play in strengthening h:tic
educational skills like reading and writing should be.investigated.

Measures of Ecbnomic Literacy

4. Measures of economic understanding are needed at all grade levels.
"'Those thai exist should be updated and impioved.

5. Investigators must develop.programs to determine long-range impacts of
economic education programs. These shbuld give close attention to
student attitudes, content knowledge, ethics, and skills.

6. National assessment tests should Umiak more economic content so these
tests can be used to measure the impact of economic education programs.

1. National norming information should be collected on standardized tests
with breakdowns by age, sex, academic ability, reading levels,
socioeconomic background.:and geographic area.

o

How Children Learn
.

8.. Research should be undertaken to explore what forces influence the
. development of children's economic images. HoW does social interaction.
with family,.school, peer gawps, work groups. and exposure to mass
media correlate with the development of an individual's beliefs, attitudes,
images, and values about the economy?

9. Research should be cotiducted to find out how children learn about
economic behavior.

10. Research efforts should investigate how economic concepts can be pre-
sented.th coincide with children's stages of cognitive developnient. All
new, curriculum projects should make a mare realistic appraisal of
children's Igvels of conceptualization.

I I. Research efforts should seek to determine at what age level ptirticular,
economic concepts can he learned with optimal efficiency.
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Demand for Economic Education Materials

12. Surveys should be conducted to measure the relative interest of students,
teachers, administrators, parents and school boards in having a strong

---,economic education component in school curricula.

13. SurveyiShould be conducted to find out the extent to which economics is
now being tauglirat-ull_precollege

14. Curriculum dec.sion makers shduld-be surveyed to determine .the most
Important reasons for adoption decisions on economic education materi-
als.

15. The opportunity costs for s_phools installing economic education prog-
rams should be identified. What. if anything, must be given up to include
economic education in the curriculum?

.....°1 .

16. Surveys of schoorand community environment should be conducted to
find out why currently available epnomic 'education materials are not
being used. These might include factors uch as teacher unionism, drop-
, ping student enrollments, and lower teacher mobilityand turnover.

Teacher Preparation and Knowledge

17. The economic background and education of teachers should be surveyed.

18. Research exploring the socialization of teachers should be conducted ti;

determine what training experiences result in high professional commit-
ment to teaching economics:

19. esearch should be conducted to investigate the influence of teacherk'
nowledge of economics' on student understanding of the subject.

Pro4m issessment and Evaluation
7

20. Economic'educators should design careful evaluation procedures as an

4-------- -,,ifIn

I

portant part of any curriculum project.,

21., ny statistical analysis of research data should use the multiple linear
r gressiim analysis form unleis substantial justification exists fora depar-
t re froM the regression model.

22. variety of evaluation instruments such us observation techniques. essay
instruments, and responses to incomplete statements, should be used to
c mpletnent written tests for evaluutihg student performance in economic
e ucation curriculum pmgrams.

23. I truments to measure different educational objectives should be in -'
clUded in new curricular projects: These rinstrufnents should diagnose.
re$iord on-going performance. :ind provide feedback to leurgers in add':
tiOp to measuring end -of- program avhievement.

"1
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24. A precollege economic education test bank should be developed.

25., Cost-benefit analyses should be conducted to test the impact of different

o approaches; methods. and materials used to teach economic education.

26. Research should be conducted to measure presently untested variables
such as the impact of effort intensity (quantity and quality of student and
teacher action in the learning process).

0 S.;
27. Ongoing evaluations of K- I 2 social studies materials, secondary

economics textbooks, and business education materials should be made to
determine the strengths and weaknesses ,pf these materials.

Miscellaneous

.28. Greater incentives (professional. peronal, and monetary) should be
given economic.: education researchers.

.29. Researchers should-investigate sex and ethnic bias in economic education
tests, materials. and teaching strategies.

30. Researchers should investigate the cumulative experience of students in
applying economic analysis.

r

PROGRAM DEVELOPMENT. b ,
Curriculum Development and Evaluation

31. Serious Consideration should be given to developing a national m6del
economic curriculum which-could be adapted to meet local needs.

32. A series of modest curriculum projects should be undertaken in the next
few years. Among the content areas which have not been given sufficient
attention and could be profitably included in new curriculum are the
following:

a. Analysis of patterns of and reasons for U.S. income distributitin.

b. 'Analysis of assumption's and values underlying the U.S. economic
system.

c. Analysis of third world economics vis -a -vis developed economies.

d. Problems related to economic discrimination against women and
ethnio groups.

--'.'e. Problems related to economic power of larg:e institutions such :IS-
labor unions, large flints; conglomerates. Ind multinationals.

.. .

f. Problems related to -the role of re,..tklatory ak mcies. .

508
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8. Analysis of other economic,systems.

h. Problem's and controversy within economics about current policy
issues such as inflation and unemployment.

i. Problems related to the power or lack of power of the individual
actions operating in the economy.

33: Materials should be developed that are appropriate for 12- to I5-year-old
students, since little economic education material is available for this age
group.

-34. New curriculum developments in economic education should:

a. Be interdisciplinary.

b. Involve multiethnic characteristics.

c: Deal with ethical dimensions.or inquiry into values.

d. Complement general citizenship goals of education.-

35. Great value should be given to the crucial role of varied eduCational
experiences ,,ins building a sufficiently elaborate image of concepts and
generaliiations to enable individuals to effectively participate in
economic decision making.

36. Pedagogicali:haracteiistics of senior high school materials should be
< < .

improved by:

a. Developing and testing audiovisual materials that can be used flex-
ibly.' in a variety of learning situations.

b, Developing and testing simulations that are less complex than those
currently' available.

c. Developing and testing short curriculum units. perhaps dealing with
current economic problems, which actively engage ktudents in the
learning process.

37. More attention should be given to individualized learning activities in
newly developed-curriculum materials.

38. New programs should be developed to involve gifted students in activities
requiring them to identify hypotheses and empirically tet+t them.

39. Materiak need to be developed with reading levels appropriate to the
children who will use them.

40. New economic education materials should he designed to integrate
ecqnomic content into existing precollege curricula.

41. Supplementary economic education materials which provide a yariety of
learning experience~ about economics should be designed.
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42, Extensive revisions of available economic education materials should be
carried out to improve thCir pedagogical components, their* usefulness
to ethnic minorities, and their classification of value considerations in
economic decision making.,

43. Any newly developed materials in economic education should follow the
guidelines at the Joint Council on Economic Education's Master Cur-.
riculum Guide Program, the National Council, for the Social Studies
Curriculum Guidelines, and the curriculum work of Lawrence Senesh,
Suzanne Helbum, and Hilda Tuba.

44. Any newly developed materials should bi carefully field-tested under
controlled conditions, and the test results should be made available to
users and potential users of the materials. .

. .

45. Economic educitors should desigrtand conduct careful evaluation proce-
dures as an important part'o'f any curriculum project.

-

46. Evaluation instruments with greater specificity should be used to
evaluate new economic, eduCation materials. The Curriculum Materials
Analysis System developed by the Social Science Education Consortium
could serve as in appropriate model.

47. Professionals not previouIly involved in economic education curriculum
development should be sought and involved in any new projects to
provide fresh ideas and approaches.

48. In any curriculum development work, greater cooperation between the
Joint Council on.EvnomicEducation, the American Economic Associa-
tion, the Social Science Education Consortium, and the National Council
for the Social Studies should be developed.

Preservice and Inservice Teacher Economid Education Training

49. Inservice teacher training programs in economic education should be
expanded._

50. Inservice teacher education prograin should be conducted cooperatively
with economists and educators using excellent examples of economic
education materials.

51. Inservicetraining programs should cease to be repair shops of defective
teacher training programs and concentrate on giving new directions and,
growth to established teachers.

52. Teachers should' be given, special inservice training with new economic
education materials to maximize the impact of those materials -on students
learning.

53. Teacher education programs based 0n achieving specifieally identified
teacheracher competencies should be developed.

5.10
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54. All teacher training programs should model in their own training those
principleS of teaching and learning they seek to transmit.

55. All inservice and preservice teacher training programs should be sys-
tematically analyzed and the results:gi;/enwidespread dissemination.

56. Programs should be held to improve the economic understanding of
college-social-studies-methorirteachers: -.

57. More cooperative 'working-relationships sho'uld be developedcbetween
economists and teacher trainprs in undergraduate economic, education..,

I 4 e
58. Each state should review and propose minimal certification and gradua-

don requirements for teacher education in economics.

Implementation of EConomic Education Curricula

59. Diffusion organizations like the Joint Council on Economic Education
should concentrate their implementation programs in "early-adopter"
school districts and schools. These "lighthouse", schools` will lead
middle- and late,-4dopter schools in implementing economic education'
program.

60. Great effort should be. made t develop and assist people playing linkage
and advocate roles in curriculum development and implementatIon. Spe-
cial training and 'informational meetings regarding economiceducation
in:aerials might be conducted with school district cgriculum coor-
dinators. assistant superintendents for curriculum, and state social studies
coordinators.

,-1
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-Goals and Status of.Precolfegiate Education in Political Science

and Strategies. for Improving It; 1971

. (from Committee-on Pre-CoegiatemEducation of the American
Political Science Association, Political Education in the

t Public-Schools,:-The-Challenge-for-Political-Science;-PS,
4(3):431-457, Summer 1971) -

.c'
vi-

. . ..

. Purposes Of-Pre-Collegiate Education in Political Science

. Political science education in elementary and secondary schools

should transmit to studen\ts a knowledge about the "realities ". of

political life as well as exposing thenito the cultural ideals of

c .
.

,\ ..American democracy.

_

.

. .
.

b. Political science education in-elementary and secondary schoo
/ t

,

° should tranSmit.6 students a knowledge about pOitical behavior

and. processes as well a knowledge.about forMal governmental'

institutions and legal structures.

c. Political science education in elementary And secondary schools

should transmit to students knowledge about political systems-other

than the American system, and.particularly knowledge about the
O

international systeffi.

. d. Political science education.inielementary and secondary schools

should develop within students a capacity to think about political

phenomena in conceptually sophisticated rays.

e. Political science education in elementary and secondary schools

should develOp within students an understanding of and skill in

the process of social scientific inquiry.

f. Political science education in elementary and secondary schools

should dgvelop within-students a capacity to make explicit and

analyzed "normative judgments about-political decisions and policies.
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g. Political science education in elementary and secondary schools

should develop within students anunderstanding of the social

psychological sources and historical-cultural origins 'of their. own

political attitudes and values, and a capacity to critically_analyie

"the personal Sand social implications 9f alternative valUes.

',Politilal science education in elementary and setOndary schools

shoul&develop within students an understanding of the capacities

and.skills needed.to participate effeCtively and democratically in

u.

the life'of the, society,

2. --AirTiNWraisal of Prevailing Patterns in Pre-Collegiate Political Science

Education

a. Much of current political science .instruction,inelementary and

secondary schools transmits a naive, unrealistic and romanticized

image of political life which confuses' the ideals of democracy with

the realities of politics. ,

. On the whole, instruction aboUt Civics and government places undUe
.

stress upon historical events legal structures and formal

institutional aspects of gOvernm t and fails to transmit adequate

knowledge about political behaviors d processes.

c. On'the whole, instruction in civics and\government reflects an

ethnocentric pre-occupation with American society and fails to

transmit to students an adequate knowledge abO t the political

systems of other national societies or the intern tiohal system.

d. On the whole, instruction about civics and gOvernmen fails to

develop within students a.capacity to think about politi al phenomena

in conceptually sophisticated ways; an understandingof, a d skill',

r
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in the-process ofsocial scienttficinquiry; or a capacity to,

systemitically analyze poitiCal decisions and %/Odes.

)e. On the wholer inttructionfn civics and government fails to develop

within students an understanding of the capacjties and skills

ntided to participate effectively:and democratically in politics.

3. A Strategy for IMproving,fre-Collegiate Political Science EducatioR ,

--For.the'disiiplineto substantially effect change in political science

education at the pre-colligiateevel there must be developed4thin

. the profession iastitutiOnal and cultural support forinvolvement in
...

!
educational, research, development and service activities.

'7-For the discipline 'to substantially effect change in political science

education-at the pre-collegiate level there must be developed a
ri ; -

network of collaboritiva relations with other groupssand. nstitutions

-invplvedin educationa reform.
----,-_:-

. .

---____ --Fort to substantially effect change ip political_ _...,

,..

sicineceeduCition at the pre-collegiate level there must be developed
ft

a set of coordinated research, develop ent and service programs aimed,

at both elementaryand secondary education and deSignedto effect

Change in curriculum,,in teacher education, and in the social organiza-

tion and culture of schools.'


